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DISSERTATION ABSTRACT
Eddie Madison
Doctor of Philosophy
School of Journalism and Communication 
September 2012
Title: Journalistic Learning: Rethinking and Redefining Language Arts Curricula
 The purpose of this research is to address ongoing challenges in American 
education that relate to student engagement, retention, and achievement. The intent is to 
examine current high school language arts pedagogical practices and to explore 
journalism’s potential to make a broader and more positive difference in the overall 
learning process –– in previously unconsidered ways.  The study employs a multimethod 
approach. Through qualitative fieldwork, it examines the award-winning scholastic 
journalism program at Palo Alto High School, in Northern California. Quantitatively, this 
study surveys 664 high school language arts students from 10 high schools across the 
United States.  Specifically, it investigates how journalism and non-journalism students 
self-report motivational beliefs and learning strategies, after controlling for school and 
student demographics (community type, class-standing, or socioeconomic status). 
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Further, the study compares journalism students with Advanced Placement Literature 
students to investigate why they enroll in their respective courses. 
 This study fills several significant gaps in the literature surrounding journalism 
and educational research.  First, it applies situated-learning and communities of practice 
theories to journalism pedagogy by specifically looking at peer-to-peer mentoring within 
student publication staffs. Second, it applies self-determination theory to high school 
journalism students to explore variables that can catalyze intrinsic motivation and 
enhance learning. Finally, it examines the lived experiences of high school journalism 
students to explore how this course of study affects their personal growth, sense of self, 
and group affiliations. 
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CHAPTER I
INTRODUCTION  
! American society seeks to improve students’ educational outcomes and to better 
prepare young people to face the challenges of an uncertain future. Yet public education 
remains flawed, most evident by declines in how many students fail to complete high 
school and continue on to college. Since 1970, the United States’ ranking among nations 
has slipped from number 1 to 21 in high school graduations, and to number 15 in college 
completion (OECD, 2012).
 More than 7,000 American teens drop out of school every day (1.3 million 
annually), costing our country billions in lost wages (AFEE, 2011). In a survey of high 
school dropouts, funded by the Bill and Melinda Gates Foundation, 47% cited “boredom” 
as one of their primary reasons for leaving (Civic Enterprises, 2006).  African-American 
and Hispanic students are less likely than white students to graduate from high school, 
acquire a college or advanced degree, or earn a middle-class living (NAEP, 2011).  
Certain segments of students who remain in school face significant challenges. Education 
policymakers in the United States are intent on bridging the achievement gap, which 
statistically indicates that students of color lag behind their classmates in primary subjects 
such as English, math, and science. Consequently, they experience fewer opportunities to 
advance. 
 Students with diverse and socioeconomically challenged backgrounds are often 
falsely presumed to have real and unalterable deficits that impede their ability to learn 
(Ladson-Billings, 1994; Pearl & Knight, 1999).  Morrell (2004) counter-argues that these 
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students bring a wealth of local knowledge and cultural literacies into classrooms, which 
are undervalued within a narrow and yet dominant definition of what counts as 
scholarship. However, in a now classic study of minority students, respondents revealed 
“too often the instruction they receive convinces them that what they have to say is 
irrelevant or wrong” (Cummins, 2001).
 When examining success in the classroom, gender issues also come into play. 
While secondary school age boys score higher in math than girls on standardized tests 
(Amelink, 2009), there is a reversal in the disparity when it comes to language arts. 
Eighth-grade girls score 20 points higher than boys in nationwide assessments of writing 
skills (Salahu-Din, 2008). Gender, racial/ethic, and socioeconomic disparities of this 
nature are of grave concern, not just in the United States but in many parts of the world. 
Literacy levels impact a nation’s ability to remain competitive and to sustain growth. 
  Promises of educational reform are ever-present in political campaign discourse. 
Nearly every presidential candidate since Truman has pledged to improve schools. 
However, public education remains dominated by familiar standardized pedagogical 
practices, which were first-fashioned in the eighteenth century to address the demands of 
an industrial revolution that has since passed (Gee, 2004; Herbst, 1996). 
 In contrast, a different type of learning, situated-learning (Lave & Wenger, 1991), 
occurring within communities of practice (Wenger, 1998), actively engages students in 
problem-solving, effective communication, and teamwork –– skills that are consistently 
cited as essential for 21st century learners (Bers, 2011; Wells & Caxton, 2002). An 
example of situated-learning within a community of practice is journalism, classes where 
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students typically produce newspapers, magazines, online publications, or televised 
broadcasts. In these instances, the community is comprised of students from several grade 
levels in a single class. The “elders” (juniors and seniors) introduce 
“newcomers” (sophomores, and often freshmen), to the practice of journalism. This 
aspect has benefits in that students engage in collaborative learning, and support one 
another’s growth. 
 This is not to suggest that math, science, or traditional English courses taught 
within high schools cannot, and in some instances do, provide situated-learning 
opportunities, or that in some instances journalism does not. However, as further 
discussion of the literature will show, the pressures associated with meeting federal 
funding standards, primarily measured by standardized testing, rarely allow time for 
specialized forms of instruction. 
 The journalism profession has enjoyed a long, rich, and unique history within 
secondary education –– largely through the tradition of the high school newspaper.  The 
relationship began as a form of self-preservation for the publishing industry, which 
sought to interest youngsters in pursuing journalism careers.  Programs at high schools 
and middle schools are supported by several prominent scholastic press organizations, 
which offer guidelines, training, and curricula. Quill and Scroll International Honor 
Society was founded in 1926 by noted pollster George Gallop, and has granted charters to 
14,267 high schools in all 50 states and 44 foreign countries (Quill & School, 2007).  The 
National Scholastic Press Association (NSPA) was established in 1921 (NSPA, 2012). 
The Journalism Education Association (JEA) was founded in 1924 and has 2,500 
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members. Collectively, NSPA and JEA host an annual conference that typically attracts 
more than 4,000 delegates (JEA.org, 2012) who participate in leadership development 
work sessions. 
 The organizations’ stated “best practices” advise members to structure and operate 
their high school press communities like professional newsrooms, providing students 
with learning opportunities that replicate real-life situations. In these situated-learning 
environments, adult journalism teachers are better described as advisors who empower 
senior-level students to handle the day-to-day duties of managing their peers and meeting 
publication deadlines (JEA.org; 2012; Christ, 2006). Student journalists are required to 
adhere to high ethical standards akin to professionals in the field. Scholastic reporting 
must be accurate, fair, and transparent (JEA.org, 2012).  
 Traditional high school disciplines, such as math, science, and English also have 
associations that provide teachers with pedagogical support. Examples include the 
National Council of Teacher of Mathematics (NCTM), the National Science Teachers 
Association (NSTA), and the National Council of Teachers of English (NCTE). However, 
institutionally imposed policies often leave teachers with few opportunities to teach these 
subjects in applied, meaningful, and relevant ways (Ravitch, 2010). Math, science, and 
English can be taught by a variety of methods that are relevant to students’ primary 
concerns and lived experiences. However, as discussed further in this study, over 
emphasis on standardized tests can thwart the discovery process, which is key to learning 
and creativity (Beghetto, 2007b). Journalism practices are grounded in the exploration of 
contemporary and socially relevant themes. Journalists gather, write, photograph and 
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disseminate news, in very specific ways, following fairly specific guidelines. While 
journalism often looks at history, it fundamentally focuses on interpreting what is here 
and now.  
 Situated in a larger educational context, journalism also holds unique status within 
the governing documents of the United States. Valuing press freedoms as essential to the 
survival of a democracy, the founders placed safeguards that protect journalism and self-
expression in the First Amendment of the Constitution’s Bill of Rights. This fact has 
made student newspapers a useful tool in teaching civics and social studies.  However, in 
many states student press freedoms are under attack due to censorship (Student Press 
Law Center, 2012), a situation that will be discussed later in this dissertation.
 Arguably, great teachers are important factors in the curricular success of any 
discipline. Innovative educators can work wonders with limited resources.  Undoubtedly, 
there are journalism programs led by teachers that are less than stellar. The question this 
study fundamentally asks is: are there curricular benefits that are inherently available in 
journalism pedagogy that could provide insights for other academic disciplines that seek 
reform? 
 The fact that students’ newspapers, magazines, websites, and broadcasts reach a 
broad audience arguably makes journalism, as a pedagogical practice, unique. Traditional 
homework is most often graded by a single teacher. In contrast, student publications 
invite peer and community scrutiny into the curricular process. This factor can motivate 
young journalists to do their best work by allowing them opportunities to write about 
their own experiences (Kanigel, 2012). 
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 The student press, in its more contemporary forms, may include online 
publications, broadcasts, and various forms of multimedia storytelling. The value of these 
forms of self-expression are also examined in this study. Specifically, media courses and 
journalism instruction provide students with opportunities for self-discovery and identity 
construction that are rooted in their experiences of everyday life (Bers, 2011; Morrell, 
2004). This type of instruction has been shown to be valuable to individuals in varied 
cultures and situations who may not feel they have a voice in society. For example, Freire 
(1970) demonstrated what can be possible when disenfranchised peoples learn to value 
their own voices. In the early 60s, he taught 300 Brazilian sugarcane workers to read in 
45 days by encouraging them to honor their native heritage. The experiences of field 
workers in developing nations are dramatically different from those of most American 
high school students. Yet the concerns remain the same. In all cultures, people have a 
desire to prosper and provide for the basic needs of their loved ones.  
 Strengthening all students’ general language arts skills better prepares them for 
college and career readiness (Conley, 2010). Central to this study’s argument is the 
assertion that situated-learning opportunities enhance students’ critical thinking skills, 
better preparing them to be engaged, productive, and civically aware.  Studies indicate 
that when young people have opportunities to write and craft journalistic and other stories 
about their lived and shared experiences they achieve higher grades and test scores 
(Dvorak, 1988; Dvorak & Choi, 2009). Cummins (2001) cites independent research that 
posits a possible explanation:
Children who learn early that writing is not simply an exercise gain 
a sense of power that gives them confidence to write — and write a 
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lot. . . Beginning writers who are confident that they have 
something to say or that they can find out what they need to know 
can even overcome some limits of training or development 
(Daiute, 1985).
 This study investigates student motivation and the merits of situated-learning 
within communities of practice relative to traditional learning, through both quantitative 
and qualitative analyses. Quantitatively, it examines how students compare their 
experience of journalism courses with other coursework, considering several 
psychological indicators. Qualitatively, it investigates ways situated-learning affects how 
students construct their identities ––  as well as academic outcomes. Specifically, this 
study considers how journalism potentially provides adolescents with a vehicle for 
asserting a sense of self. 
 Additionally, high school journalism courses expose students to a community of 
practice that is inherently unpredictable and filled with ethical dilemmas.  Campus related 
scandals and tragedies inevitably arise, challenging student journalists to make difficult 
choices as they face complexities that come with real-world issues. Student journalists 
learn to question their assumptions, reassert their identities, and negotiate relationships of 
power –– between peers and with teachers. These tensions can stimulate learning within 
journalism courses and contribute to the evolution of the profession.   
 This dissertation study explores “best practices” in journalism pedagogy, 
examining optimal classroom settings to better assess what catalyzes higher levels of 
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motivation in students. Specifically, it investigates the potential benefits these practices 
may hold for other disciplines and a broader population of students.
Brief Discussion of the Author’s Positionality 
 A longstanding philosophical debate continues among scholars about the merits 
versus impropriety of researchers acknowledging themselves in their research. 
Newcomers to the traditions of the academy soon discover that they must learn to 
navigate between two camps. One is a post-positivist perspective, which seeks to 
extricate the personal pronoun “I” from research, whenever possible. Supporters of this 
perspective assert that legitimate scientific inquiry requires that researchers maintain an 
objective distance from what they study. 
 Exploration of the second camp, which is broadly defined as interpretivism, 
allows me the first opportunity to use the word “me” in this dissertation study –– 
breaking away from the formalities of the post-positive and dominant tradition. The 
objective approach is most often associated with quantitative research, while the 
subjective approach is associated with qualitative research. 
 This dissertation is comprised primarily of new quantitative data, which expands 
on two years of prior qualitative fieldwork conducted at Palo Alto High School, in 
Northern, California. Therefore, I will switch gears –– so to speak –– in my use of 
language in the chapters that relate to that second body of work. 
 At its core, this study is about motivation and learning strategies –– specifically as 
they relate to the pedagogical potential of journalism and media arts. Embracing the self-
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reflexive nature of interpretive qualitative work allows me to acknowledge my own 
motivations, and to address “why” these matters matter to me.
 I am a second generation media professional, in the sense that my dad (now 
retired) was a trailblazing journalist during the 1960s and 70s –– a time of domestic 
social unrest. He was the first African-American to join the editorial staff of the Chicago 
Tribune, in 1961. He reported on (and knew) Dr. Martin Luther King, Jr., and he covered 
the first Kennedy-Nixon debate.  My mom was an elementary school teacher –– and both 
parents stressed the importance of academic achievement.
 Humbly, I have followed in my father’s footsteps. I began my media career at age 
16 as a high school intern at the CBS affiliate television station in Washington, D.C., 
during the height of the Watergate scandal. After graduating from Emerson College, in 
Boston, I had the privilege of being a part of the management team that launched CNN.
 I was a professional practitioner of media for nearly 30 years before I ever 
contemplated the theoretical foundations that inform media scholarship. As media 
enterprises are presently challenged to re-envision their future, it seems appropriate that I 
have come full circle –– in this study of the next generation that will define that future. 
 The power to publish was once the sole province of media barons. Now, in an 
instant, high school students can create and share their stories with peers a world away. 
But do they realize the potential of this new found power?  And, what motivates their 
ambitions? The call of public service –– or the illusion of personal glory?   These are the 
questions I address in this dissertation. 
9
 Terminology 
 Situated-learning is defined as pedagogy that is immersive, social, and aligned 
with a given discipline’s established practices.  Situated-learning occurs within 
communities of practice, where newcomers and elders form, perpetuate, and negotiate 
identities –– as well as make meaning together (Lave & Wenger,1991; Wenger, 1998). 
 The term language arts refers to curricula designed to strengthen students’ 
comprehension and ability to read, write, and speak proficiently. Journalism education 
lives within language arts and generally seeks to engage students in research, nonfiction 
writing, field reporting, publishing, and self-reflection. 
 The term media arts includes journalism, as well as artworks created from 
assemblages of physical, analog, digital, or other elements with some aesthetic intent. 
This can include use of photography, video, graphic design, music, animation, and film. 
 The term journalism pedagogy is defined by this study as curricular instruction 
that provides students with opportunities to write and produce media –– informed by the 
First Amendment right of free speech, and by the ethical principles of professional 
journalism. The profession’s principles center on fairness, accuracy, attribution, and 
transparency. Journalism pedagogy often begins with teaching students primary skills in a 
classroom setting, which is later followed by situated-learning in the form of field 
reporting, editing, and finally publishing works. Course structures often resemble 
authentic newsrooms and emphasize student leadership.  
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 Significance of This Study
 If situated-learning approaches to teaching language arts prove to be more 
effective than standard methods leading to higher levels of student engagement, these 
approaches can contribute to closing the achievement gap (Gee, 2004; Strickland & 
Alvermann, 2004). Additionally, journalism will be recognized for its broader 
pedagogical benefits to numerous other disciplines. 
 This is not to suggest that journalism, as a discipline and profession, is not beyond 
critique. Journalism has faced many challenges in recent years, including diminishing 
public trust, audience fragmentation, and unstable business models (Journalism.org, 
2011).  Many of these issues can be linked to the emergence of disruptive new 
technologies, while others might be better characterized as the result of shortsightedness 
by media company owners and their key executives (McChesney & Pickard, 2011).  
Many companies were slow to embrace technological change, while others over-
leveraged their assets during better economic times (Franklin, 2011).  Yet the practice of 
journalism retains a distinctive role in modern and postmodern democracies. In the 
United States, the First Amendment privileges freedom of the press among its primary 
proclamations.  
  The practice of learning journalism, through a situated-learning experience, may 
have the potential to positively affect students’ college and career readiness. 
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Plans for Research
 This study examines what journalism pedagogy may offer a broader population of 
students, regardless of their professional aspirations. Therefore, to provide context, 
Chapter 2 discusses the philosophical, social, and historical principles that have defined 
education policy in the United States. Chapter 3 looks specifically at language arts 
education, including tradtional English, advanced placement composition and literature, 
and journalism. Additionally, the chapter considers the significance of what is often 
referred to as a “digital divide,” which acknowledges disparities in access –– not only to 
technology, but to the skills needed to make effective use of technology. Finally, it 
provides some preliminary background information on Palo Alto High School, the site of 
the qualitative portion of this study. 
 Chapter 4 is the literature review, which explores the theoretical foundations that 
shape this study, including situated learning (Lave & Wenger, 1991), communities of 
practice (Wenger, 1998) and Self-determination Theory (Deci and Ryan, 2000).  Based on 
this overview, the research questions are presented. Chapter 5 discusses the methods 
selected for the analysis of these questions. Additionally, there is a comprehensive 
discussion of the quantitative and qualitative data gathering procedures.  Quantitatively, 
an online survey was administered to students at ten high schools in five American states. 
Findings are discussed in Chapter 6. Qualitatively, extensive fieldwork was conducted at 
Palo Alto High School in Northern California.  Findings related to data collected are 
presented in Chapter 7.  Subjects discussed relate to identity construction, involving race, 
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gender, ethnicity and class. Finally, Chapter 8 explores implications and conclusions, 
investigative limitations, and recommendations for future research.
13
CHAPTER II
EDUCATIONAL FOUNDATIONS
 Since this study focuses on pedagogical practices primarily in U.S. schools, this 
chapter offers an overview of the philosophical foundations that have influenced the 
evolution of education in this country. The first section chronicles the migration of 
European settlers to New England shores and the parochial ideals that shaped education 
of their youth. The next section explores how population growth and industrialization 
altered education in the U.S., leading policy makers to adopt standardized pedagogical 
practices. Next is a discussion of shifts in culture and demographics within the nation. 
This chapter intends to provide a contextual understanding of the circumstances that have 
influenced overall education policy in the U.S., as a preamble to deeper discussions of 
language arts curricula and journalism pedagogy.  
 Coming to America
 Fundamentally, the process of learning involves the exploration of new ideas and 
ways of making sense of the world. Discovery of North America sparked mass intrigue 
and new hopes for those among the populations of old world Europe who were 
persecuted because of their religious beliefs. Chubberly (1934) notes that American 
education’s philosophical roots trace back to the Protestant revolts of the early 17th 
century, which led thousands to flee Europe in search of religious freedoms available in 
the new world. Scotch and Scotch-Irish Presbyterians, Swedish Lutherans, Dutch 
Calvinists, and English Calvinist dissenters, known as Puritans, were among the early 
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settlers on North America’s Atlantic shores. The Protestant ethic stressed the virtues of 
hard work, thrift, and self discipline (Weber, 2001). Home schooling was prevalent, with 
a focus on reading and religion –– enabling young people to actively participate in church 
services.  Parent led education was conservative, authoritarian, and corporal punishment 
was commonplace (Hyman & Wise, 1997; Wilcox, 1998).  However, home schooling 
was voluntary, and community elders soon deemed the practice as insufficient means for 
educating the growing population of young people –– if the colonies were to prosper. 
 Massachusetts enacted laws in 1642 and 1647 to ensure that all children where 
properly educated.  Laws stipulating compulsory education were unambiguous “every 
town with 50 households should at once appoint a teacher of reading and writing, and 
provide for his wages in such a manner as the town might determine” (Chubberly, 1934, 
p 18). Neighboring colonies soon adopted the policy, and public education in the new 
world was born. 
 Privileged males learned Latin in preparation to attend college. Established in 
1636, Harvard quickly emerged as the most prominent higher learning institution for 
young men. Young colonial girls received a far less formal education than their brothers 
and peers. Emphasis was placed on having young women master domestic duties that 
would prepare them to be suitable wives (Rowe, 2012).  
  Among free citizens, craft related apprenticeships were also commonplace. 
Young males were taught marketable trades including carpentry, baking, and glassmaking 
(Braverman, 1974). Granger (1974) notes that apprenticeships were a staple of colonial 
America’s printing trade. Publication of politically charged pamphlets, essays, and 
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journalistic editorials played a significant role in mobilizing the support needed to rouse 
public sentiments against the British Crown, and young free laborers were essential to the 
cause. Benjamin Franklin was among the first to establish a network of young skilled 
workers, which bolstered printers guilds and, in turn, provided capital to fund the early 
American press.  
 The founders of the new nation were captivated by the ideals of enlightenment 
thought, which placed faith in reason and science as agents of societal progress (Bury, 
1955).  Winning independence and conquering the new world validated Jefferson’s, 
Franklin’s, and Adams’ belief in humanity’s ability to define and chart its destiny. New 
Americans personified the notion of self-determination –– architects of their own future 
–– and sought to be exemplars of what was possible for the rest of the world (Commager, 
1969). 
However, for the poor, working-class, and people of color the prospect of gaining 
a proper education was bleak. Anti-literacy laws throughout the South forbade teaching 
slaves to read. Realizing that having an education would be essential to ending their 
plight, blacks studied in the shadows of mainstream society through the establishment of 
secret schools (Williams, 2005; Wright, 2007).
 Native cultures were also marginalized. A counter view of early-American history 
acknowledges the casualties of the new nation’s triumphs. Indigenous people not only 
lost their lands, but fell prey to epidemic diseases, enslavement, and genocide (Osborn, 
2000).  Smallpox is credited with eradicating up to 30% of the Northwest Coast Native 
population, following the arrival of European explorers in the 1770s (Boyd, 2000).
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 Any discussion of education in the America’s must consider what became of 
surviving Native children. Missionaries established systems of boarding schools 
throughout the new nation, where many indigenous children were forbidden to speak 
their native languages or continue the practice of their cultural traditions (Holm, 2005). 
Education in the Industrial Age
 In time, villages became cities and the infrastructure needed to manage mass 
education became more complex. Tyack (1974) observes, “in the governance of 
education, lay community control gave way to the corporate-bureaucratic model” (p.6). 
Between 1910 and 1960, the number of one-room schools decreased from 200,000 to 
20,000. Apprenticeships and personalized forms of instruction were replaced by formal 
lectures and larger classes (Cremin, 1970).  
 Standardization of curricula was presumed to be a necessity by government 
agencies. For example, by 1860, grading students was a common practice. Chicago 
schools stressed uniformity, repetition, and efficiency in teaching –– and other cities 
followed suit (Tyack, 1974). 
 Several public figures positioned themselves as early arbiters of national public 
educational policies. Philbrick (1885) published a detailed survey of urban school 
systems, intending to provide a template for mass systemized education. His opus 
suggested that when it came to educating all children, there was “one best way” (Tyack, 
p. 39)  
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 Horace Mann emerged as one of America’s earliest and most prominent school 
reformers. He served as a Massachusetts state senator and secretary of the state’s board of 
education, where he advocated for universal public schooling that would bridge social 
barriers between classes (Finkelstein, 2010). Mann was instrumental in the widespread 
adoption of the academic calendar that still dominates education practice in the U.S., 
which includes summer vacations. A September to June schedule was embraced by 
nineteenth-century medical theorists who feared that students’ developing minds might 
become overstimulated without a break, which could lead to mental disorders. They also 
worried about blistering summer heat in closed classrooms, which they speculated might 
lead to the spread of diseases (Altman, 2008; Gold, 2002). 
 Tyack (1974) notes, as urbanization continued, educational administrators 
borrowed systems and structures from emerging factories, police departments, and from 
the military. Government bureaucracies “struggled with the daily tasks of housing, 
classifying, teaching, promoting and keeping records of thousands of children crowding 
into classrooms” (p. 30).   These dramatic shifts in pedagogical practices were consistent 
with the Hegelian notion of social progress inspired by Kant (Redding, 2010). Their 
widely propagated philosophical view was that events in history unfold in a linear and 
irreversible fashion, and the move towards mass education fit the theoretical framework.  
 As the nation entered the 20th century, attempts to further standardize education 
accelerated. Numerous designs were proposed for labor-saving devices that would 
automate routine teaching tasks, such as tabulating test scores (Pressey, 1932). Callahan 
(1962) documents how businesslike jargon began appearing in media and popular 
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discourse, suggesting that schools should become more efficient and economical.  A key 
session at the 1905 annual meeting of the National Education Association was entitled a 
“Comparison of Modern Business Methods with Educational Methods.” In his address, 
Massachusetts Board of Education secretary George H. Martin suggested that when 
compared with businesses, “educational processes seem unscientific, crude and 
wasteful” (NEA, 1905, p. 320). It was commonly asserted that classroom management 
was akin to a business problem. A widely used training manual for teachers during the era 
argued for “unquestioned obedience” (Bagley, 1908, p 2) from school pupils.
 Authoritarian and regimented pedagogical approaches reached a point of 
dominance in the U.S. –– but were also criticized (Callahan, 1962). A counter movement 
arose in opposition to business practices being so brashly applied to public education. 
John Dewey (1897, 1944) emerged as one of the nation’s leading intellectuals, and 
contributed much to the public debate on the subject.  He was an early advocate for 
pedagogical approaches that were student-centered and premised on experiential learning. 
Dewey’s progressive theories, and similar constructivists views, are discussed in greater 
detail in the next two chapters.
Contemporary Education Reform
 Constructivist pedagogical approaches to teaching fell out of favor as the U.S. 
entered the McCarthy era and the Cold War. Assessment procedures were inconsistent 
from state to state, and student achievement levels were showing declines. Progressive 
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education was an easy target to blame as policymakers sought to explain the disparities. 
(Callahan, 1962; Tyack, 1974). 
 A watershed moment in the history of U.S. educational reform was the release of 
“A Nation at Risk,” a comprehensive study commissioned by the Reagan administration 
in 1983, which indicated that American schools were failing (Kosar, 2011). Key evidence 
was a dramatic decline in SAT scores, which fell over 50 points in the verbal tests, and 40 
points in math tests between 1963 and 1980 (U.S., 1983). 
  Presidential inquiries seeking to solve education policy were not new. The 
Truman, Eisenhower, and Kennedy administrations had each sponsored commissions 
intent on reforming education.  Johnson promoted a utopian vision of the United States as 
a “Great Society,” free from the ills of social inequities (Kosar, 2005).  However, it was a 
Reagan administration commissioned study that resonated with Congress and education 
policymakers.  “A Nation at Risk,” was the formal title of an 18-member panel 
investigation, which aroused public fears that the U.S. stood to lose its dominance as a 
world power (Bennett, 1988) if the educational system was not sufficiently reformed.  
 Today, there remains a broad consensus among many Americans that the U.S. 
educational system is broken. A national poll indicates near record-low confidence among 
Americans in public education. Only 34 percent of respondents are pleased with the 
system, and that percentage has not changed significantly in two decades (Gallop, 2011).
 While blame for America’s academic failings is often placed on teachers, it is 
important to recognize that there are time-honored structures, and policies in place that 
influence the process of educational reform. Since inception, state run public education in 
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the U.S. has largely been dependent on federal funding –– with varying levels of strings 
attached, in terms of meeting markers in student achievement and performance. States 
argue that federal expectations often exceed what the funds can afford (Ravitch, 2010; 
Vinovskis, 2009). Further, under the Obama administration’s “Race to the Top” initiative, 
funds flow to states that succeed in demonstrating marked achievement and structural 
reforms, as dictated by the federal government, rather than states where students are 
struggling to perform (Sawchuck, 2009). This competitive, merit-based system is 
consistent with a Western, and distinctively American, ideal that pits winners against 
losers –– while simultaneously asserting that the end result will benefit all (Ravitch, 
2011). 
 “Race to the Top” is viewed by many scholars as an extension of a decade of U.S. 
education policy, driven by the George W. Bush administration’s No Child Left Behind 
Act, sweeping legislation that returned education to an emphasis on teaching English and 
mathematic “standards,” and assessing success based on standardized tests (Manna & 
Ryan, 2011; Ravitch, 2011).  
 In previous eras, teaching professionals had more curricular freedom, allowing for 
more localized instruction to meet specific needs apparent within their communities 
(Ravitch, 2010).  Yet a broadening achievement gap and spiraling dropout rate signaled a 
need for reforms. 
  Schools primarily provide youths with a state mandated institutional experience, 
which occurs within the confines of four walls, during prescribed hours, and that is 
structured by specific protocols. Students not only attend schools, they are schooled –– a 
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process of socialization that purports to prepare them for higher levels of education, 
gainful employment, civic engagement, and fulfilling lives (Kosar, 2011).  
 Pedagogical practice largely centers on the one-way dissemination of knowledge, 
from a single teacher to a class of students, who are theorized to be receptors of that 
knowledge. Student roles within this dominant paradigm are understandably passive and 
predictable. In many communities this model is challenged by ever increasing class sizes, 
due to budget shortfalls and teacher layoffs (Ravitch 2010).  
 The structural design of schools and learning spaces is also a factor. The physical 
layout of classrooms remains greatly unchanged since their inception (Cuban, 1993). 
Typically, rows of desks face forward, forming an audience for a sole instructor who 
directs learning (Oakes & Lipton, 2007; Sirotnik, 1983 ).  Most often, teacher-guided 
instruction follows a lesson plan, which designates curricular objectives and measures, 
with great specificity. Students are socialized to raise a hand to signal they can provide 
their teacher with anticipated “right” answers. Students are expected to assimilate what 
they learn, and in turn demonstrate prescribed proficiencies.  Standardized tests are the 
primary assessment tool (Kosar, 2011).
 This type of socialization diminishes creativity among students in the classroom. 
Beghetto (2007b) found that many teachers in training tend to suppress spontaneity in the 
classroom, considering unanticipated student responses to be disruptive. Some 
prospective teachers viewed unexpected student ideas as distractions. Veteran teachers 
have also exhibited dismissive reactions to unanticipated students’ responses. Fearing 
chaos, they prefer to “stick with the plan” (Kennedy, 2005, p. 264). Pedagogical practices 
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and administrative policies are significant parts of the complex puzzle that shapes 
education in the United States.  Another factor is the changing composition of the 
nation’s classrooms, as well as cultural practices.
 Culture and Demography in the U.S. 
 The United States is experiencing several dramatic shifts in culture and 
demography. The 2010 U.S. Census reports that nearly 36% of the nation’s population 
self-identify as minorities (U.S. Census, 2010).  Also in 2010, for the first time in U.S. 
history, women became the majority of America’s workforce; and the popular press 
reported that for every two men who earn a college degree three women achieve the same 
goal (Rosin, 2010). A growing body of scholarly literature asks whether Barack Obama’s 
presidency signals the beginning of a post-racial society (McPhail & McPhail, 2011; 
Teasley & Izard, 2010). Simultaneously, there is a rise in U.S. states that acknowledge 
relationships between same-sex couples (Nagourney, 2012). However, as social justice 
evolves, inequities persist.  An example are the disparities ever-present within journalism 
–– the same profession the public relies on for news about societal trends.  In April 2011, 
the American Society of News Editors (ASNE) announced that the number of journalists 
of color working in newspaper and online newsrooms declined for the third consecutive 
year (ASNE, 2011).  Additionally, the Radio-Television News Directors Association 
(RTNDA) reported that the number of minorities employed in broadcast news has 
remained flat for a decade (Papper, 2011). These statistics are partially attributable to 
overall tough economic times.  
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 Against this backdrop of contradictions, members of America’s increasingly 
diverse student population strive to assert their identities and chart their futures. 
Simultaneously, journalism instructors seek to prepare students to be effective 
communicators, critical thinkers, and to navigate successfully in life –– irrespective of 
whether their students have a desire to pursue media careers. 
 Matters of diversity are often framed in historical terms and familiar categories. 
Yet contemporary questions of identity can be far more complex and nuanced. Issues 
related to immigration status can become a factor, as can who one marries –– and the 
identity “labels” students choose to adopt. There is also ambiguity about how to define 
gender. These subtleties require a more detailed look at demographics and census data. 
Land of Others
 New social patterns are altering the meaning of the “melting pot” metaphor so 
often articulated throughout the nation’s history.  Non-Hispanic whites are now the 
slowest growing group in the United States. Hispanics are the nation’s largest minority 
group, accounting for one-half of the overall U.S. population growth of 27.3 million 
between 2000 and 2010. In that period the Hispanic population increased 43% (U.S. 
Census, 2010).  One dramatic example of this shift in demographics is in the state of 
California, where more than 50 languages are spoken. Spanish is the first language for 
85% of English learners in that state (Jepsen & Alth, 2005). 
 Other demographic and cultural shifts relate to interracial relations. A Pew 
Research study reveals that interracial marriages have more than doubled, from 6.7% in 
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1980 to approximately 15% in 2010.  Additionally, more than a third of the U.S. 
population reports having an immediate family member or a close relative who is married 
to a member of another race (Pew Research Center, 2012). 
 Children from interracial marriages can face unforeseen challenges associated 
with self-identity and group identity, as they seek to build friendships and to fit in 
(Funderburg, 1998; Root, 2001; Roth, 2005).  Only since the 2000 U.S. Census have 
citizens been permitted to self-identify as a member of more than one racial group. This 
led commentators to question why President Barack Obama still chose to check African 
American on his 2010 census form.  Critics argued that his choice sent a message to 
biracial Americans that they have to take sides (Chen, 2010). Despite being a product of 
an interracial marriage, in several interviews, President Obama has stated “I self-identify 
as African American - that's how I'm treated and that's how I'm viewed. I'm proud of 
it" (CBSNews.com, 2009).  However, the number U.S. citizens who reported being both 
black and white has more than doubled since the option was added in 2000, from 785,000 
to 1.8 million in 2010 (U.S. Census, 2010). 
Do Meta-Narratives Still Matter?
 Numerous scholars have long argued that race is a meaningless social construct, 
given the science of human genetics (Jones, 2005; Gannett, 2010).  Yet others assert that 
race is a social reality, which manifests through material disparities and grievous acts of 
injustice (Harrison,1995; West, 1993). They point to studies that show that the number of 
black males who are incarcerated outnumber black males who are in college by a 
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dramatic rate of 3 to 1 (Alexander, 2010; Justice Policy Institute 2002). Additionally, of 
the more than 1.2 million students who fail to graduate from high school on time each 
year, more than 50% are students of color –– despite the fact that these students comprise 
less than 40% of the high school population (Alliance for Excellent Education, 2012). 
Fine (1987) argues that rather than being drop outs, many of these students are “pushed 
out” of a system that sets them up for failure. Some assert that the achievement gap 
between minorities and their peers is tied to low expectations among teachers (Knight & 
Pearl, 2000).  
 While African Americans have historically been stereotyped as being 
underachievers academically (Fischer, 1996; Herrnstein & Murray, 1994), Asian 
Americans are often characterized as being naturally gifted students (Lee, 1994).  This is 
so much so, characters in a third season episode of the popular television series Glee 
joked that an “A-” grade is an “Asian F” (Thompson, 2011). The Chronicle of Higher 
Education reports that some Asian American students refrain from disclosing their 
heritage on college entrance applications (Biemiller, 1986). Some fear elite universities 
may use quota systems to artificially control enrollments (Slotnik, 2012).
 Gender has emerged as another troubling construct. Several scholars assert that 
gender is performed rather than innate (Butler, 2004; Harris, 2008). Yet history is marked 
by gender biases. Like the civil rights movement of the 60s and 70s, the women’s 
movement championed sweeping changes in employment policies and spousal rights 
(Harrison, 2002; Wolbrecht, 2002). However, a national poll found that while women 
generally agree that they have benefited from the women’s movement, only 25% were 
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willing to self-identify as “feminists” (CBSNews.com, 2009). Despite advances, 
disparities remain in equal pay and managerial advancement (Fitzpatrick, 2010; Fransen, 
Plantenga & Vlasblom, 2012).  
 Marxist scholars hold a different perspective. They are inclined to remove 
categories of race, gender, ethnicity, and sexual orientation from the center of debates 
about social inequities –– viewing these issues as matters of class struggle and economics 
(Kazin, 1987; Laclau, 1977).  
 The emergence of late 20th century poststructural philosophies (Derrida, 1976; 
Foucault, 1972, 1978) and postmodern theories of language (Steinberg, 1997) altered 
intellectual inquiry about the merits of previously assumed “grand narratives” and social 
categories. Essentialist beliefs about race, ethnicity, gender, class, and sexuality were 
largely discredited (Heyes, 1997; Jagger, 1996). Yet “differences” are constantly 
articulated in public discourse and through media representations –– which in turn can 
serve to reify their existence.
 Campus publications often serve as a venue for students to engage in public 
debate about these stated shifts in culture, as well as for personal disclosures and 
collective deliberations about the pressures associated with growing up. They can also 
offer students opportunities for civic engagement, foster leadership skills, and contribute 
to personal growth (Kanigel, 2012).  These cultural changes are evident among students 
who attend schools just like Palo Alto High School, which is the subject of the qualitative 
portions of this study.
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 These cultural and historical trends have greatly influenced U.S. education 
practices. Religious beliefs, population growth, and industrialization led the nation to 
forgo apprentice-style situated-learning, in favor of regimented and more standardized 
forms of teaching. However, in contemporary times, shifting demographics and fresh 
perspectives about meta-narratives present a challenge to conventional wisdom about 
how education can best be reformed. 
Summary
 To provide context for a discussion of journalism pedagogy and rethinking 
language arts curricula, this chapter explored the philosophical foundations and history 
that have informed educational policies and practices in the United States.  It considered 
the migration of European settlers to North America and the influence of the Protestant 
ethic. A second section addressed the affects of population growth and the industrial 
revolution on American schooling.  A third section reviewed legislative attempts to 
reform education in the United States.  Finally, it addressed shifting trends in culture and 
demography. The next chapter looks more specifically at language arts instruction.  
Speaking, reading, and writing are essential ways we communicate and share ideas. Thus, 
along with math, language arts proficiency is considered a core component of being well-
educated.   
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CHAPTER III
LANGUAGE ARTS EDUCATION
 
 The purpose of this chapter is to look specifically at language arts and its 
significance as a core component of educational studies. In the United States, language 
arts curricula primarily involve teaching students to speak, read, and write English with 
proficiency. This is conceptually achieved by exposing students to various styles of 
literature and forms of writing. This chapter considers what styles and forms are taught, 
and the ways they are presently taught.  It looks at various teaching methodologies and 
prevalent assessment practices, and how they affect college admissions. Further, it looks 
at the most readily available forms of language arts instruction in secondary schools, 
including standard English, two forms of Advanced Placement English, and journalism. 
Additionally, the chapter explores the efficacy of journalism pedagogy, in terms of 
students’ language arts test scores, grades and skills. Finally, the chapter considers the 
significance of what is often referred to as a “digital divide,” which acknowledges 
disparities in access –– not only to technology, but to the skills needed to make effective 
use of technology. 
 Ways to Write 
 Exploration of scholarly literature on the subject of writing shows that certain 
styles and forms are valorized, and therefore emphasized in classroom instruction, while 
others are neglected. Traditional English courses privilege reading and writing essays 
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about literary classics over assignments that relate to contemporary themes. While some 
courses delve into rhetorical criticism of nonfiction texts, most often they exclude other 
fact-based journalistic forms of writing, such as news reporting, editorials, commentaries, 
or reviews (Hobbs, 2007; Morrell, 2004), nor are they founded on situated-learning 
principles that emphasize experiential learning (Richards, 1998).  
 Pedagogical practices do not emerge in a vacuum. They have philosophical 
foundations that, over time, educators come to associate with certain terms. Russell 
(1944) observed that the term language arts first began to appear in educational journals 
in the 1940s, and was soon accepted as part of the vernacular in academic discourse. 
Language arts are generally considered educational curricula designed to strengthen 
students’ reading comprehension and their ability to write and speak with proficiency. 
Russell noted that educators “usually emphasize the language and not the arts” (p. 404). 
He lamented that teachers were stressing procedural correctness in their writing classes, 
rather than creative expression. Russell was not negating the significance of learning the 
rules of grammar or sentence structure, rather he was suggesting that overemphasis of the 
rules could inhibit students and have an adverse affect on their creativity.  Contemporary 
theorists and educators have shared Russell’s concern.
 Typically, high school students are taught to write in an orderly method.  They 
learn the classic five-paragraph essay format, which begins with a topic paragraph, 
continues with three follow-up paragraphs, and concludes with a summary paragraph. 
Each paragraph is to begin with a topic sentence, followed by supporting sentences 
(Johnson, Smagorinsky, & Fry, 2003). However, this traditional format has its critics; 
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several scholars argue that many teachers consider the format overly restrictive 
(Nunnally, 1991; Wesley, 2000). 
 Elbow (1973) is credited with developing “free writing,” a widely adopted 
technique for helping students to unleash creativity. Students are instructed to begin their 
writing process with 10 to 15 minutes of nonstop free-form self-expression, with little 
concern for grammar or spelling. These preliminary exercises are not turned in or graded. 
Rather, their purpose is to provide students with a “warm up” period that is free from the 
pressures associated with more formal writing assignments. 
 Elbow developed his techniques after reflecting on his own frustrations as a 
writer, and as a writing teacher. At face value, his unorthodox writing instruction methods 
might seem antithetical to traditional teaching conventions, which are fundamentally 
linear in their approach. However, his pedagogical philosophy is by no means considered 
lightweight. Elbow’s work is cited more than 1500 times in the WorldCat library database 
(Worldcat, 2012) and his credentials are formidable. He is an Oxford-trained scholar, who 
pursued graduate studies at Harvard before earning his Ph.D. at Brandeis University. 
Elbow taught at Massachusetts Institute of Technology, and currently is a professor 
emeritus of English at the University of Massachusetts, Amherst (Elbow, 2009). 
 Elbow’s method emphasizes group work, with a focus on creating a safe space for 
students to share their writing. He argues that professional writers understand something 
essential about their process that English teachers do not –– that writing is a gift. Elbow 
(1981) clarifies this distinction by explaining that the basic human act of giving carries no 
expectation of receiving something in return:
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Writers are more apt to understand writing as giving: “Here. Take it. 
Enjoy it. Thank me. (Pay me, if possible). But I’m not interested right 
now in evaluation or criticism.”  English teachers, on the other hand, 
usually can’t think of anything to do with a set of words except to 
formulate criticism of one sort or the other (p. 21). 
 In schools, writing is most often taught as a solitary endeavor. A student 
completes an assignment alone, and submits it for assessment by an audience of one –– 
the teacher (Routman, 2005; Elbow, 1981). As previously stated, an exception to this 
curricular model is a journalism class where works are published, discussed by the 
teacher and by student peers, and factor into the fabric of a community’s public discourse. 
Elbow’s method has students share their writing aloud to emphasize the importance of an 
oral tradition in many cultures, which he fears is fading away.  He states that having one’s 
works published and reading them aloud are critical acts of courage and asserts “to write 
with clarity and power requires an essential act of taking full responsibility for your 
words –– no hedging, holding back, [or] being ambivalent” (Elbow, 1981, p. 22).
 Routman (2005) echoes the significance of shared writing, noting that it facilitates 
learning in a social context and encourages students to collaborate. She observes that 
sharing provides invaluable opportunities for modeling –– allowing English language 
learners and socioeconomically challenged students to witness and emulate peers who 
may be more proficient.  Routman stresses this is not a one-way process. Rather, it 
welcomes students from diverse backgrounds to contribute their cultural experiences, 
languages, and literacies to the group at large. She adds, “receiving validation for their 
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ideas in front of their peers builds students’ confidence, a necessary prerequisite for 
becoming a writer” (p. 85).  
 Numerous other scholars (Heath, 1983; Maimon, 1982; Shaughnessey, 1977) 
must be credited for advocating collaborative approaches to teaching writing. These 
methods that are consistent with the work of Vygotsky, an often-cited Russian 
psychologist whose social learning theories have left an indelible mark on education 
practice. Key among them is his concept of the zone of proximal development, which 
Vygotsky defined as the gap between a student’s current capabilities and his or her 
potential development through mentoring by teachers or in calibration with more 
proficient peers (Vygotsky, 1987; Yamagata-Lynch, 2010). Scaffolding is a more 
contemporary term used to describe the types of supportive interactions that can occur 
between peers in a social context to facilitate learning. It entails structuring classes to be 
collaborative spaces where students can explore their strengths and weaknesses for 
mutual growth (Wood, Bruner & Ross, 1976; Rodgers, 2004). 
  However, these pedagogical practices flourish through small group work. Many 
school districts are plagued with overflowing classrooms and tight budgets that do not 
allow them to add instructional aides necessary to facilitate this type of group work. 
These creative teaching strategies also conflict with two decades of educational policies 
that espouse a “back to basics” educational philosophy that emphasizes memorization 
and recall of information, rather than the expression of original thoughts (Ravitch, 2010; 
2011).  
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 Writing Assessment  
  Public education’s effectiveness is most often assessed through standardized 
testing. The National Assessment of Educational Progress (NAEP) is a federally funded, 
congressionally mandated testing program that is supervised by the U.S. Department of 
Education. It was established in 1964 through a grant from the Carnegie Foundation and 
the Ford Foundation to support the nation’s efforts to monitor and improve academic 
achievement (Ravitch, 1995).
 Procedurally, the tests present students with a series of prompts, which offer a 
selection of multiple choice answers.  Administrators, teachers, and students engage in 
the testing process with full understanding that the stakes are high. Academic funding, 
teachers’ jobs, and therefore a school’s future can be dependent on the results of test 
scores.  Several scholars assert there is inherent irony in the process. They argue that 
high-stakes tests don’t encourage or measure students’ thinking ability. Rather, success on 
the tests often depends on students’ strength at mental recall, and the use of strategies that 
allow them to prevail over the process. (Posner, 2004; Ravitch, 2010). 
 In the eyes of some observers, policymakers’ overemphasis on standardized 
testing is particularly insidious.  It is not uncommon for elementary and secondary 
classroom teachers to spend a good portion of instructional time coaching students in 
strategies that will support them in “beating the test,” rather than developing proficiencies 
in what the tests are supposed to measure (Bruning, 2006; Firestone, 2004).
 Posner (2004) notes that standardized test questions are limited in form and 
complexity, in sharp contrast to real-world problems that often require abstract thinking. 
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Typically, time constraints leave students with little more than a few minutes to 
distinguish a likely correct answer from a short list of other unlikely incorrect answers. 
Posner notes, on standardized tests, “there is no time for subtlety or deep analysis, 
problems are by necessity formulaic” (p. 751).  He suggests that educational 
experiences that are predicated on these practices leave students ill-prepared for the 
challenges of true intellectual inquiry.
 It is important to take a closer look at the two dominant tests that determine 
whether a student in the United States is admitted to college –– and how they assess 
students’ writing abilities. Most colleges and universities accept either the SAT, 
(originally an acronym for Scholastic Aptitude Test), or the ACT, which stands for 
American College Testing.  Various iterations of the SAT have been administered to high 
school seniors in the U.S. since 1926.  The tests present students with language arts 
prompts that primarily use a multiple choice format for response (College Board, 2012). 
 College Board, which conducts the SAT test, first introduced a single essay 
question in 2005 after criticism from colleges that it provided no consistent and 
discernible indication of students‘ writing abilities or critical thinking skills. The essay 
question accounts for less than 30% of the total writing score, while multiple choice 
responses account for 70% (College Board, 2012). 
 Much of the rationale for the score weight disparity can be attributed to time and 
money. In 2010, the SAT test was taken a record-breaking 1.55 million times (Steinberg, 
2010). College Board collects and analyzes this massive amount of data and manages it at 
considerable costs. Scores for multiple-choice and true-false tests can be tabulated 
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inexpensively by computers. In contrast, essay questions require independent evaluators 
who use rubrics to assess writing quality (Popham, 1999). 
 Two trained readers assign each essay a score between 1 and 6. The readers’ 
combined scoring can result in a student receiving a 12.  A student can receive a zero 
score, if evaluators determine that an essay is blank, illegible, off-topic, non-English, or 
not written with a ‘Number 2’ pencil. If two readers’ scores are more than a point apart, a 
third senior evaluator makes a final decision. It is also significant to note that students 
have 25-minutes to complete their essay question, while evaluators spend an average of 
three minutes grading that section (Winerip, 2005).   
 The ACT was first administered in 1959, as an outright competitor to the SAT. 
However, the ACT’s essay question is optional.  Essays are evaluated in similar fashion 
as the SAT.  A slight difference is that students have 30 minutes to respond to the ACT’s 
essay prompt (ACT, 2012). 
 Intriguingly, Dr. Les Perlman, who directs undergraduate writing at Massachusetts 
Institute of Technology, made a startling discovery when he analyzed 15 sample essays in 
the ScoreWrite book, which College Board distributed when it debuted in 2005 as a 
preparation tool for the SAT’s writing section. By Perlman’s assessment, “regardless of 
what the student wrote, the longer the essay, the higher the score” (Winerip, 2005).  The 
College Board rejected his findings. 
 Two years later, Perlman bolstered his argument through an experiment. He 
successfully deceived the College Board by training high school seniors to write 
nonsensical essays that contained verbose uses of language, including words such 
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“plethora” and “myriad.” Despite the hoax, students received scores of ten or better), 
placing them in the 92nd percentile or higher. Perlman’s overall assessment was that the 
SAT “obliterates the writing process,” and further, “you are punished for taking time to 
think” (Jaschik, 2007).
Questions of Cultural Biases
  Disparities consistently appear in standardized test scores between ethnic groups, 
races, genders, and various related socioeconomic markers. While there was some 
indication of convergence in scores during the 1970s and 1980s, gaps have essentially 
remained consistent since the 1990s. White and Asian students outperform black and 
Hispanic students on achievement tests on the National Assessment of Education 
Progress (NAEP) in both reading and math (Stifle, Schwartz & Ellen, 2008). 
 Similar disparities are apparent in SAT results. Fair Test, a national watchdog 
group, found an overall decline in SAT scores since 2006, which is when No Child Left 
Behind federal legislation took effect. The figures showed that Asian-American students’ 
scores climbed 36 points, while blacks and Puerto Rican students’ scores fell 14 points. 
White students’ scores decreased by two points (Steinberg, 2010). Assigning causality to 
these disparities remains a hotly debated topic. 
 Researchers posit a wide range of reasons, including cultural differences related to 
race and family backgrounds (Barton, 2003); race-related economic pressures (Scholz & 
Levine, 2004); lack of diversity in schools (Mickelson, 2003) concerns about being 
ostracized within one’s race for “acting white,” (Fordham & Ogbu, 1986; Steele & 
37
Aronson, 1995); and the pressures of work-related discrimination (Bertrand & 
Mullainathan, 2004).
   Others point to the content of the tests themselves–– suggesting that their content 
is culturally biased. They argue that the tests favor affluent students over a broader 
population that is more diverse (Fair Test, 2012). During the 1990s a controversy ensued 
regarding an SAT item that asked test-takers to provide an analogy for the word pair: 
runner-marathon. The comparable and correct choice was: oarsman-regatta. Critics 
argued that the answer presumed all students have cultural awareness of crew, a sport that 
is predominately associated with wealthy white Americans.  Test scores showed that 53% 
of white students answered the question correctly, while only 22% of the African-
American knew the answer (Beaver, 1996).
 An appropriate question is whether one test can effectively assess the knowledge-
base of an increasingly diverse student population.  Morrell (2004) advances the belief 
that educators now face a demographic imperative –– meaning, they must acknowledge 
the fact that America’s classrooms no longer resemble those of yesteryear.  Non-Hispanic 
whites are now the slowest growing group in the United States. Hispanics are the nation’s 
largest minority group, accounting for one-half of the overall U.S. population growth of 
27.3 million between 2000 and 2010. In that period the Hispanic population increased 
43% (U.S. Census, 2010).  One dramatic example of this shift in demographics is in the 
state of California, where more than 50 languages are spoken: Spanish is the first 
language for 85% of English learners in that state (Jepsen & Alth, 2005).
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 The changing face of America raises questions about cultural sensitivity and  
inclusiveness in the nation’s schools. How should U.S. education policy adapt to the 
country’s changing demographics?  What is fair, given socio-political debates about 
immigration policies?  Californians provided their answer and all but ended bilingual 
education in that state with Proposition 227, which passed 61% to 39% in 1998. The 
controversial ballot measure confirmed voters’ support of assimilation over 
multiculturalism –– forcing English only teaching in state classrooms (California, 1998).
 Issues of cultural sensitivity and inclusiveness are not confined to matters related 
to the nation’s growing Hispanic community or immigration policies. Debate unfolded 
within the African American community during the 1990s around the merits of having 
instructors actively engage in using students’ colloquial discourse as a part of their 
teaching methods.  Delpit (2002) recounted the fierce battle that took place when 
Oakland, Californiaʼs school board explored the pedagogical worthiness of using “Black 
English,” more commonly referred to as “Ebonics,” in classroom instruction. Public 
figures, ranging from Mia Angelou to Jesse Jackson expressed outrage, suggesting that 
Oakland educators were ‘dumbing down’ their students. By Delpitʼs account, the 
allegations were overstated. Administrators weren’t seeking to teach Ebonics. Rather, 
their intention was to meet students on common ground and to use the method to 
transition students into practicing standard English.
 In contrast, there is a general consensus about the merits of certain curricular 
content, which is believed to be valuable for students seeking to advance to college and 
later fulfill future careers. A specific category of courses within U.S. high schools carry a 
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unique distinction. They allow students to earn college-level credit before they graduate. 
Additionally, these courses carry prestige, broaden students’ college options, and save 
families money that would otherwise be spent on tuition.
 Advanced Placement English
 Advanced Placement is the category of courses explored in this section.  College 
Board, the same nonprofit organization that manages the SAT, administers 37 AP courses 
and exams in 22 subjects (College Board, 2012). 
 The Advanced Placement Program began in the mid-1950s as researchers sought 
better alternatives for bridging the transition from high school to college. A common 
practice was allowing high achievers to take college classes before they graduated from 
high school. However, there was much debate about possible adverse effects, given 
differences in students’ ages and social experiences. A logical conclusion led to placing 
college-level courses in high schools. A policy emerged that allowed high school students 
to receive college credit for successfully completed Advanced Placement courses (Smith, 
1965).   
 Jones (2010) argues that the Advanced Placement program arose out of a desire to 
rescue academically gifted students from what some considered the perils of progressive 
education pedagogy.   Since the 1930s progressive educators had resisted regimented 
schooling.  Led by Dewey (1897, 1944), they rejected the idea that high school courses 
should mimic college courses, with respect to being taught as single subjects. 
Progressives preferred a holistic, less structured, and less subject-specific approach to 
coursework, which they argued would prepare students for civic life beyond school. They 
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viewed public education as way to facilitate their vision for democratic social reforms. 
For these progressive thinkers, privileging classic texts in language arts curricula was 
considered elitist.  
 Progressivism’s critics argued that movement’s egalitarian aims were misguided, 
and that educators should rather focus on developing students’ intellects (Jones, 2010).  
Copley (1961) noted, “Advanced Placement is, first and foremost, a college preparatory 
program, the main purpose of which is to equip the talented student with knowledge and 
skills that will best enable him to take advantage of the educational skills that college will 
afford him.” (p. 33).  A present-day interpretation of his gender reference would be 
inclusive of women.  In a broader context, the statement suggests that Advanced 
Placement courses are intended for the “best and the brightest.”
 Two of the College Board’s course offerings, AP English Language and 
Composition and AP English Literature and Composition, are relevant to this study 
because of their high curricular status within education. Along with AP History, they are 
among the most taken AP exams (Hansen, 2010). Based on AP test performance, many 
colleges grant students college credit prior to admittance and allow students to bypass 
certain basic freshman-level courses. 
 College Board officials note that both courses contain the word “composition” in 
their titles, stressing an emphasis on writing. However, the types of texts studied and 
written about, in the two courses, differ. AP English Language and Composition, as stated 
on a College Board website, is said to focus primarily on rhetorical criticism of “writings 
found in real-world communicative contexts, while the primary texts for AP English 
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Literature come from the literary canon” (Sudol, 2012). A further description states that 
“works studied in an AP Language course are nonfiction or the literature of fact” (Sudol, 
2012). Nonfiction, yes -- but to what degree are they contemporary? The history of the 
newer Language course provides some indication. 
 Puhr (2010) offers significant insights about the evolution of the AP Language 
course and exam. She is a self-described 25-year-veteran of high school teaching, a 
designer and teacher of honors and AP English courses, was a former member of the AP 
English Test Development Committee, and served as an AP English Language teacher 
consultant.  As the newer of the two offerings, the AP English Language and Composition 
course debuted in 1980, in an effort to reflect changing trends in freshman college 
composition courses not addressed in the older AP English Literature Course.  As late at 
1994, Puhr noted that “the AP Language exam was ‘sort of’ about literature and ‘sort of’ 
about nonfiction” (p.71). An exam from that period asked test-takers to compare passages 
from Austen and Dickens. On occasions when the exam referenced nonfiction, students 
were asked to consider the “literary” aspects of the texts, including diction, syntax, and 
tone.  Puhr recalls asking her own students to analyze essays by fiction writers such as 
Annie Dillard, Joan Didion, and George Orwell.  
 Contemporary first-year college students are more likely to engage in writing 
assignments that rely on the rhetorical forms of analysis, argument, and synthesis –– 
forms that are closer to journalistic writing styles that require critical thinking and citing 
external sources (Puhr, 2010). Debuting in 2007, the synthesis element is relatively new 
territory for the AP English Language and Composition course. The course-based exam’s 
42
essay question asks students to develop an assertion about a given topic, drawing from at 
least three of six or seven provided sources. Students have 15 minutes to read and 
annotate the sources, some of which may include visuals, such as a chart, graph, or a 
map.
 College Board’s moves toward incorporating rhetorical analysis, argument, and 
synthesis into their exam is acknowledged as a step in the right direction by members of 
the Council of Writing Program Administrators.  They are a national organization of 
college and university teachers and researchers, who advised College Board during the 
AP English Language and Composition course and exam’s developmental stages.
 The English Literature and English Language exams have reached near parity, in 
terms of the numbers of students who take them. In 2008, the AP English Literature and 
Composition exam was taken by 320,358 students, while AP English Language and 
Composition was administered to 306,479 students (Hansen, 2010).  
 However, critics argue that there is a disconnect between College Board’s stated 
goals and the execution of the newer AP English Language course and exam. Like the 
older Literature test, the Language exam consists of two parts: a multiple choice section 
that contains 55 to 60 prompts, which must be answered in 60 minutes; and a free 
response essay section, where students are given 120 minutes to draft three essays (Puhr, 
2010).
 Detractors argue that time constraints imposed by standardized tests are artificial 
and create a sense of pressure that is antithetical to process of synthesis (Ravitch, 2010).  
Authentic analysis and synthesis require exploration of outside sources, thoughtful 
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research, reading, and having time to reflect.  Allowing test-takers to search  online 
libraries and databases, or written texts, over a longer period of time would perhaps be 
considered unconscionable -- yet it is how scholars and professional writers are 
accustomed to working.     
 Broader charges have been issued against the entire premise behind the College 
Board’s Advanced Placement program –– relating to concerns about the marketization of 
education. Advanced Placement is a brand, and quite a successful one. In 2008, college 
board sold 2.7 million AP exams to 1.6 million students worldwide, at $84 each, 
amounting to $230 million in revenues (Hansen, 2010). 
 Given the AP program’s prestige, financial savings, and advancement benefits, 
critics assert that it reinforces the notion that the purpose of education is to get ahead. 
Larabee (1997), an education professor at Stanford, cautions that we have devolved into a 
society where education is pursued for private gain rather than public good. He suggests 
that education’s aim is now “to accumulate forms of educational property,” in order to 
“gain an advantage in the competition for social position” (p. 27), and he questions the 
sustainability of this trend. This contradicts a long-held philosophical belief that 
education is a right, not a privilege, and that it is an essential factor in the stability of 
democracies (Pearl & Knight, 1999).  
 Puhr (2010) notes a certain irony about the success of the two AP English 
language arts programs. Within recent years, the College Board has voiced its increasing 
commitment to “access and equity,” (p. 80), by making the courses available to a larger 
and more diverse population of students.  The result is that more students are taking the 
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tests. However, many face socioeconomic challenges at home, attend underfunded 
schools, and can’t afford the testing fees. There is a shortage of AP authorized teachers.  
Additionally, due to quality concerns, the College Board recently began an audit process 
that requires AP teachers to submit their syllabi for review (Puhr, 2010). 
 Puhr asserts that the AP English Literature and Composition remains more highly 
regarded than the newer AP English Language and Composition.  Although it was never 
the College Board’s intention, in many high schools across the nation, the AP English 
Language and Composition course is offered to juniors who are then encouraged to take 
the AP English Literature and Composition course in their senior year (Puhr, 2010).  Puhr 
notes further that numerous high schools require 11th graders to take an American 
literature survey course, and therefore, despite an intent to integrate nonfiction texts, “AP 
English Language has, in effect, involved a study of American literature” (p. 79).
 AP courses and exams are the most prevalent offered in U.S. high schools, and 
therefore were examined with more specificity in this study. However, it is important to 
note two other forms of instruction.  Some schools offer the International Baccalaureate 
program, which was founded in 1968 by a nonprofit foundation based in Geneva, 
Switzerland. The IB program seeks to provide students with a course of study and 
diploma that will be accepted by colleges internationally. It is presently offered in 141 
countries, and participating schools are undergo a rigorous two-year certification process 
before being granted a license to offer the program (IBO.org, 2012; Hansen, 2010 ).  
Additionally, numerous high schools offer Honors English courses, which are advanced-
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level classes with no specific corporate affiliation. Typically, a faculty member designs 
these courses based on their own criteria (Gamoran, 2009).
Journalism Pedagogy Efficacy
 While classics provide students with a valuable foundation in liberal arts 
literature, many argue that the traditional fiction-based canon is limited in scope. 
Assigned texts tend to be overly Eurocentric and early-American in orientation, and may 
lack cultural relevance for an increasingly diverse student population (Chummy & 
Dionne, 2002; Giroux,1998). As discussed, when nonfiction texts are entertained, often 
they are not by contemporary authors though they can be taught in a contemporary 
manner. These observations make traditional forms of English pedagogy appropriate for 
comparison to journalistic forms.
 Numerous studies show that students who have high school publication 
experience earn better grades and test scores in high school and college. Dvorak and 
Choi’s (2009) study of 30,000 students’ ACT test results revealed that those who worked 
at high school papers or on yearbook staffs performed better than peers in seventeen 
significant areas of academic achievement. They also analyzed a subset of the data, 
focusing on minorities, which addressed journalism’s prospective ability to impact the 
achievement gap. Minorities with student publication experience outperformed minority 
students without it in twelve out of fifteen areas of high school and college comparisons 
(Dvorak, Bowen & Choi, 2009).  Two decades earlier, Dvorak (1988) found that college 
freshmen with prior high school publication experience had higher writing scores than 
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non-publication peers in thirteen out of sixteen writing sample comparisons. Blinn (1982) 
compared advanced placement English and senior honors students with journalism 
students and revealed that journalism writers made fewer errors.  
 Other studies have asked students to assess their perceived benefits from their 
various curricular experiences. Olson and Dickson (1995) surveyed more than 200 
journalism students from different universities and colleges and found that they did not 
feel English composition was especially useful as preparation for journalism classes, 
other courses, or the world of work. In another study, college students were asked their 
perceptions of high school journalism’s effect on their language arts competencies. 
Respondents ranked journalism as number one in sixteen out of twenty-nine listed 
competencies (Dvorak, 1990).   
 The view that media arts, and more specifically journalism curricula, should 
become an essential component of secondary-level English courses has numerous 
advocates (Blanchard & Christ, 1993; Hobbs, 2007; Hart, 2001).  Scholes (1998) has 
proposed replacing the traditional English literary canon with a new canon of practices 
designed to emphasize critical-thinking and exploration of the ways we make meaning.  
Rather than revolutionary, this move can be viewed as a return to modes of inquiry that 
date to late antiquity. Hobbs (2007) interprets this pedagogical shift as “restoring the 
medieval trivium of grammar, dialectic, and rhetoric as the center posts in English 
education,” and further, that it will “help students situate themselves in their own culture 
and make the basic processes of language and communication fully available for 
students’ use.” (p. 7) 
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 However, integrating journalism in English instruction requires addressing 
matters of contemporary culture, a prospect that can provoke anxiety among many 
secondary education English teachers. Richards (1998) notes:
The practice of media education moves teachers into a more 
radically unsettled curricular space than that provided by most 
English teaching. The tensions and conflicts between popular 
discourses and discourses arising from media education itself are 
productive of an uncertain and uneven, but also potentially 
innovative struggle (p. 150).
 Despite his reservations, Richards acknowledges that media related curricula have 
merits. However, others voice concerns about the practicalities offering more emphasis 
on media, given the dominant trend in education policy –– a renewed emphasis on 
standards. Ravitch (2010) argues this emphasis perpetuates a narrower definition of what 
is considered essential in terms of core curricular content. Fearful of losing federal 
funding, school district administrators instruct their teachers to privilege reading and 
arithmetic –– over civics and science. 
 Other English teachers simply prefer fiction and consider information-based texts 
as less “scholarly” (Sebesta & Monson, 2003).  However, some scholars argue that the 
ubiquitous use of the Internet, coupled with the proliferation of broadband access, and 
use of mobile devices, has tipped the scales. Some suggest that conception of “literacy” 
needs to be more broadly defined to reflect this changing landscape. 
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Journalism and the Social Fabric of Democracy 
  Journalism also documents the evolution of social trends.  Scholastic journalism 
programs can provide young people with opportunities to not only report on these 
matters, but to also express their views. Sullivan (2007) observes that when students of 
color are active in scholastic journalism programs, having a “voice” is a primary reason. 
Social psychologists argue that young people need to identify themselves as being part of 
a larger collective (Brewer & Gardner, 1996; Funk, 1998). They seek a sense of purpose, 
and a need to feel “self-actualized” (Bennett, 2008; Clark & Monserrat, 2011).
 However, there are laws in place that essentially suppress student voices. Despite 
the prominence of the First Amendment, censorship threatens student press freedoms in 
many states across America. This is largely due to Hazelwood vs. Kuhlmeier, the 1988 
U.S. Supreme Court decision that now allows school officials to pose limits on free 
expression in school-sponsored publications. The court ruled that the First Amendment 
does not compel schools to support speech that conflicts with their “legitimate 
pedagogical views” (Student Press Law Center, 2008). The ruling had a chilling effect on 
the scholastic press across the nation, as many administrators began asserting authority 
and demanding prior review of student publications (Kopenhaver, 1996; Kopenhaver & 
Click, 2001). California is one of seven U.S. states (including Arkansas, Colorado, Iowa, 
Kansas, Massachusetts, and Oregon) with legislation that gives students free expression 
protections. In states that support student press freedoms, having the power to publish can 
foster inclusiveness and provide transparency to the administrative process that is not 
otherwise likely to occur (Student Press Law Center, 2011).  While present laws can 
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impede self-expression, so can lack of access to new technologies. Students currently 
enrolled in journalism, and other forms of language arts, represent a new breed of 
learners. 
Digital Literacies and Participatory Culture  
  Millennial students are often referred to as digital natives, students who have 
been raised with technology.  Unlike their predecessors, they live in an information-
saturated world and have different sensibilities, expectations, and learning styles (Palfrey 
& Gasser, 2008; Prensky, 2001).   The Pew Internet and American Life project confirms 
that more than one-half of all teens have created media content, and one-third who use 
the Internet share what they produce. They create and exchange photographs, videos, and 
text (Pew, 2005; 2010).  Jenkins (2006) uses the term participatory culture to describe 
this new generation that utilizes digital technologies to create affiliations, through 
services such as Facebook, and for self-expression through such activities as video-
making and writing fan fiction.   
 An abundance of technological tools are mass marketed, which can facilitate 
participation. Smartphones, which provide internet access and a wide variety of 
applications, now outnumber standard mobile phones in the U.S. Since May 2011, the 
largest growth (18%) has been in 18-24 year olds (Pew, 2012).  During the fourth quarter 
of 2011, sales of Apple’s iPad outpaced sales of desktop computers made by HP, the 
nation’s largest PC manufacturer (PaidContent, 2012).  And yet, in many ways, school 
administrators are at odds about what to make of this dramatic cultural shift.  Mobile 
50
devices are either banned or restricted in many U.S. classrooms (KQED/Mindshift, 
2011).  
 Other schools are neither prepared nor equipped to integrate these media-related 
practices into their curricula. Mark Edwards, superintendent of the Mooresville, North 
Carolina school district, observes that there is a “disconnect” between what kids 
experience in -- and away from the classroom.  Edwards argued that when many kids go 
to school, “it is like going back in time” (LearningMatters, 2011). 
 Jenkins (2006) asserts that it is a misnomer to think that youths acquire new 
technology skills and competencies on their own. He has advanced the notion that 
students need to acquire digital literacies, in order to navigate successfully in this new 
environment.  Jenkins argues, “Access to this participatory culture functions as a new 
form of the hidden curriculum, shaping which youth will succeed and which will be left 
behind as they enter school and the workplace” (p. 3).
 Many of the new digital literacy skills Jenkins describes correlate to what students 
learn in journalism classes, including:
• Collective Intelligence –– the ability to pool knowledge and 
compare notes with others toward a common goal.
• Judgment – the ability to evaluate the reliability and credibility of 
different information sources.
• Transmedia Navigation –– the ability to follow the flow of stories 
and information across multiple modalities.
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• Networking –– the ability to search for, synthesize, and disseminate 
information.
• Negotiation –– the ability to travel across diverse communities, 
discerning and respecting multiple perspectives, and grasping and 
following alternative norms (p. 4).
 In previous decades, much of the scholarly discussion about “access” has centered 
on technology. Often referred to as a “digital divide,” attention has focused on a gap 
between the “haves” and the “have nots,” relating to broadband Internet and computer 
access (Compaine, 2001; Norris, 2001).  Federal studies showed vast disparities between 
affluent urban dwellers and those living in poor rural communities, in terms of online 
connectivity and personal computer ownership (U.S. Department of Commerce, 1995). 
Later studies revealed that whites, males, the wealthy, college educated, and people under 
the age of 55 were the primary users of new technologies (US. Department of Commerce, 
1998, 1999, 2000). 
 In 2004, the annual Freshman Survey indicated the gap in computer use was 
widening significantly between African American students and their peers (Farrell, 2005). 
Several newer studies reveal continuing disparities, factored by race, gender, 
socioeconomic status, geographic locale, English fluency, disability, education level, and 
age (Fox, 2007; Pew, 2007) A second wave of scholarship reframes the issue of the 
“digital divide,” focusing more on gaps related to skills and use, rather than access 
(Goode, 2010; Jenkins, 2006).  
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 It is important to note that while advancing technologies are factors, they are 
peripheral and are not considered central to the argument of this study.  This study seeks 
to ascertain whether journalism and its related practices offer secondary-level students 
modes of intellectual and practical inquiry that exceed the discipline’s current curricular 
status.    
 Contemporary advocates for expanding journalism pedagogy argue that the 
discipline is ideal for preparing not just aspiring media professionals but a broader base 
of students to become competent citizens, because journalism’s core practices rely on 
critical thinking (Blanchard & Christ, 1993; Dvorak & Choi, 2009). Effective journalists 
are trained to be habitually inquisitive, persistent and fair-minded, and to ask probing 
questions. These compelling findings warranted research about “best practices” in 
journalism pedagogy, which can possibly be applied in a variety of settings.
Palo Alto High School
 Palo Alto High School is widely recognized as having the nation’s largest and 
most acclaimed high school journalism program. Nearly 500 of the school’s 1800 pupils 
participate, and they produce seven different publications –– all student run.  “Paly,” as it 
is known within its community, consistently wins top honors from the Columbia 
Scholastic Press Association (CSPA), and it was one of only three high schools in the 
country honored with the 2011 First Amendment Press Freedom Award, bestowed by the 
Journalism Education Association. Additionally, President Barack Obama has 
acknowledged the program’s stellar achievements.
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 Surrounded by the corporate offices of Facebook and Google, and by Stanford 
University, Palo Alto, California, is among the nation’s wealthiest and intellectually elite 
communities. Its affluence might lead many to falsely assume that Palo Alto High exists 
in a utopian bubble that bears little resemblance to the rest of America; and that it is 
therefore an anomalous choice for study.  However, the school is a microcosm of the 
cultural challenges and demographic complexities becoming apparent in many parts of 
America.
 While situated in one of the nation’s most privileged communities, Palo Alto High 
School also serves an increasingly diverse student body –– a segment of which are bussed 
from the economically and crime challenged adjacent community of East Palo Alto.  In 
1992, East Palo Alto was characterized as the “murder capital of the world, with 43 
homicides among a population of 24,000 people” (WCBS-TV, 2010). However, UC 
Berkeley research indicates a 62% drop in the crime rate since that period (Lawrence & 
Shapiro, 2010). 
 In recent decades, Palo Alto High School’s historically white student population 
has declined to its present level of 57%. The remaining breakdown of students is: 21% 
Asian, 10% Hispanic/Latino, and 4% African American, and 8% other (Palo Alto Unified 
School District, 2012). 
  East Palo Alto’s own high school was closed in 1976, due to low enrollments and 
poor student academic performance. Those students are now bussed to Palo Alto High 
and similar schools in surrounding affluent neighborhoods. However, upon arrival at Palo 
Alto High, these students generally stick to themselves –– and don’t participate in 
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journalism.  For some minority students, participating in journalism is perceived as 
“acting white.” As previously cited, this form of peer pressure, often directed at high 
achieving minority students, has been documented by several scholars (Fordham & 
Ogbu, 1986; Steele & Aronson, 1995). The high school’s journalism faculty is committed 
to changing this trend.  
 If journalistic approaches to education have the potential to enhance overall 
learning, it must to be effective in communities that don’t share the same level of 
privilege as Palo Alto.  Given all of these factors, Palo Alto High School offered a 
significant range of insights for the broader study of scholastic journalism explored in the 
quantitative portions of this study.
Summary
 This chapter discussed various approaches to teaching language arts, including 
traditional English, Advance Placement English, and Journalism. It considered various 
forms of testing and assessment practices. Next, it addressed digital literacies and matters 
of access to technology. Finally, it provided a brief overview of information about Palo 
Alto High School. Next, the literature review addresses the theoretical constructs that 
provide frameworks for this study.
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CHAPTER IV
LITERATURE REVIEW
 The literature review begins with a discussion of various philosophical critiques 
of conformity in education. Next, it addresses the two primary theoretical frameworks 
that inform this study. Situated-learning (Lave & Wenger, 1991) and self-determination 
theory (SDT) (Deci & Ryan, 1985, 2000) provide appropriate constructs for comparisons 
between various forms of language arts instruction. The chapter concludes with an 
introduction of the research questions.  Two additional theories are discussed, which 
provide useful insights to the analysis of qualitative fieldwork collected at Palo Alto High 
School for this study. They include social identity theory (SIT) (Tajfel, 1978; Tajfel & 
Turner, 1986) and self-categorization theory (SCT) (Abrams, Wetherell, Cochrane, Hogg 
& Turner, 1990; Turner, 1987). 
 Critiques of Conformity
 American idealism was fueled by the prospect of freedom, opening new frontiers, 
and exploring bold possibilities.  Understandably, a contingent of proud and prominent 
thinkers viewed the “mechanization” of education as antithetical to their vision of the 
optimal way to run schools.  
 Dewey (1897, 1944) renounced authoritarian teaching methods, promoting 
instead progressive education, centered on preparing students to engage in democracy. He 
argued that the educational process must consider the whole child, and acknowledge his 
or her background and identity.  Elmborg (2006) notes that Dewey’s pedagogical 
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philosophy “puts emphasis on the learner as the site of the educational process.”  Dewey 
asserted educational growth is achieved by continuity and interaction. By continuity, he 
means starting the educational process with students on familiar ground before exploring 
new themes.  By interaction, he is acknowledging the significance of the setting in which 
the learning is to take place. He viewed traditional classrooms as stagnant and stale 
environments, compared to settings where situated-learning occurs (Dewey, 1897; 1944).
 Dewey was one of founders of the American Pragmatism philosophical 
movement. However, many of his educational concepts were inspired by European 
intellectuals, which is somewhat expected, given the youth of the new nation.  
Progressive education ideology is rooted in the philosophical thinking of Locke and 
Rousseau. Locke favored empowering individuals to achieve self-determined objectives 
in the world rather than become subjected to established precepts and socially imposed 
limitations (Hayes, 2006). Rousseau (1979) rejected the presumption that students should 
be subordinate to teachers and that rote memorization of information was an effective 
mode of learning.
 The limitations of rote teaching methods have been recognized far beyond North 
America and Europe.  Freire (1970) refers to memorization as a “banking” model of 
education, which envisions students as empty accounts that receive deposits of 
information from teachers. He argues "it transforms students into receiving objects. It 
attempts to control thinking and action, leads men and women to adjust to the world, and 
inhibits their creative power" (p.77). Freire notes further that this view perpetuates a 
dichotomous presumption about the relationship between human beings and the world: “a 
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person is merely in the world, not with the world or with others; the individual is a 
spectator, not a re-creator” (p. 75). This empty vessel concept promotes passivity among 
students and suggests that they have little to contribute to the pedagogical process. 
 Separately, Montessori (1966) promoted a constructivist approach to teaching that 
centers on developing a child’s natural abilities. The curricula emphasizes collective 
discovery through peer-to-peer social interactions and exploration of one’s environment.  
Classes include a blend of age groups and honor student choice, within limits (Standing, 
1957). 
 Progressive education and Montessori pedagogical methods are aligned with the 
constructivist learning theories espoused by Piaget.  The Swiss psychologist 
was among the earliest social scientists to theorize about children’s intuitive and 
cognitive abilities (Piaget & Warden, 1926). Piaget observed infants displaying what he 
described as processes of assimilation and accommodation. He asserted that a child’s 
development progresses in a series of stages. Initial reflex responses, such as sucking, are 
over time modified by the child and integrated into new behaviors (Phillips, 1969). 
 French poststructuralist philosophers, most notably Foucault (1974), developed 
more radical theories critiquing societal conformity through exploration of counter 
interpretations of history.  Foucault uses discourse as unit of analysis, and among his 
methods are genealogies, which he deploys to draw comparisons between social practices 
at distinctly different junctures in time.  For Foucault, discourse is more than just 
language, in the traditional sense. He broadens his definition to include ways we engage 
in social practices. Foucault speaks of “orders of discourse,” which acknowledges that 
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certain speech is sanctioned and therefore permissible, while other speech is not. 
Teachers speak one way with their students, and another with other teachers. Crossing 
lines of authority risks retribution.  He notes that these discursive practices shape human 
interactions. 
 Foucault distinguished further that a process of normalization occurs within 
society, through the discursive practice of categorizing, quantifying, and regulating 
populations. Psychologists, doctors, and educators emerge as authority figures, and are 
thus empowered to pathologize certain behaviors observed in patients and students as 
“deviant” or “delinquent.” Foucault noted that labeling has carried different connotations 
at different points in history (Ball, 1990).  Normalization within education has left non-
conformers to be defined as “others” –– and, in many instances, classified as abnormal. 
These children were often identified as “problems.”  For example, a child in 1895 with 
learning disabilities would have been considered “retarded,” a term commonly used well 
into the 1960s. Today, both descriptors are considered pejorative and that child with 
mental disabilities would be characterized as having “special needs.” 
 Foucault asserted that discursive labeling is more than descriptive, it constitutes 
subjects. Labeling shapes the way we interpret, and therefore view the world. Althusser 
(1972), who taught Foucault, used the term interpellation to describe a process by which 
those empowered within society (i.e. teachers, police officers) call identities into 
existence. A precocious child can be relabeled a “troublemaker” –– in an instant.  Such 
acts of “hailing,” are often unavoidable and come with consequences.  They affect 
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relationships of power and can subjugate students. Subsequent teachers can re-inscribe 
identities, and students can begin to accept them as true (Sawyer, 2003).
 Many adults relate to having beliefs that they are “poor writers” or “bad at math”  
–– disparaging characterizations that have continued to haunt them since grade school. 
Althusser’s theory suggests that these roles were cast in the classroom through linguistic 
interactions between teachers and students. Externally imposed beliefs can become 
internalized by students, through a process of reification. Better stated, characterizations 
can be articulated so often that they gain credence and are assumed to be true (Deci & 
Ryan, 2002).  
Authentic Learning Experiences   
 Along with ideology, it is important to consider practice. Contemporary teaching 
practices often center on activities that are one or two steps removed from authentic lived 
experiences.  An example is use of computers, which can provide students with easy 
access to mediated experiences of artistic works that they may later write about as part of 
an assignment. This is distinctly different from taking a field trip to an art museum, where 
students are guided by qualified docents.  The in-person museum experience provides 
opportunities for realtime social interaction from an informed source (Vygotsky, 1978; 
Cambourne, 2001). 
 Several scholars and educators argue that the move away from primary sources is 
also very evident inside American classrooms (Brown, Collins & Drugged, 1989; 
Routman, 2005). As an example, they identify language arts classes where worksheets are 
replacing books as a primary teaching tool, which they argue ignores the role of 
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contextual cues in supporting reading comprehension. Worksheets are easier to grade, 
given that all students are using the same form. They also allow teachers to systematically 
prep students for standardized tests –– providing lists of words they are likely to 
encounter. This can diminish an otherwise joyful experience of language to a mere word 
drill (Elbow, 1973; Routman, 2005). 
 Miller and Gidea (1987) studied vocabulary instruction practices and observed 
that by listening, talking, and reading, the average 17-year-old acquires approximately 
5,000 words a year (13 per day) for over 16 years. In contrast, learning words from the 
dictionary or in sentences outside the context of normal use, which is a common method 
of instruction, produces dramatically inferior results.  There is barely time to teach 100 to 
200 words a year. 
 Brown, Collins and Duguid (1989) argue that skillful readers implicitly 
understand that words are situated. The researchers point to words like I or now, which 
they say only make sense within the context of their use. Teaching from dictionaries or 
vocabulary worksheets makes learning abstract and conceptual.  It fails to consider the 
significance of situated use in the comprehension process.  They argue that the process 
“involves complex social negotiations,” and thus, “the meaning of a word cannot, in 
principle, be captured in a definition” (p. 33).  
 When language arts curricula make use of journalistic texts, such as news 
magazines and websites, it “situates” students in real world issues. It raises their 
awareness, facilitates civic engagement, and prepares students for participation in 
democracy (Dewey, 1944). When students write about their communities and their world, 
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they can experience a sense of empowerment –– a realization that their words matter 
(Freire, 1970; Morrell, 2004). 
 Arguments in favor of authentic learning might appear to be at odds the argument 
that also favors use of media in language arts.  Journalists increasingly make use of new 
technology, such as audio recorders and digital cameras, to document and file their 
stories. However, it is important to note that the tools are secondary. They provide 
journalists with a way to record an eyewitness account of their lived experiences. 
Journalism, at its best, is about stepping out of one’s comfort zone to discover stories 
first-hand that are relevant to the public. 
Situated-learning Theory
 The term situated-learning (Lave & Wenger, 1991) refers to educational settings 
where students engage in authentic first-hand experiences. The pedagogical value of 
situated-learning has a rich history that predates apprenticeships discussed previously, 
which were prevalent during the colonizing of the Americas. Archeologists have found 
evidence of tool-making apprenticeships among the early Palaeo-Eskimos (Cannon, 
Society for American Archeology, 2011).   During the Italian renaissance, Michelangelo 
was mentored by Giovanni, and Giovanni was Donatello’s student –– as was common 
practice in arts training throughout antiquity (Wallace & Michelangelo, 2010). 
 Lave and Wenger (1991) have studied apprenticeships in a variety of cultural 
settings from an anthropological and social learning perspective.  Situated-learning 
provides an appropriate theoretical construct for this study of scholastic journalism 
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programs and how they facilitate what the researchers describe as “legitimate peripheral 
participation” within a community (p.29).  The experiences are legitimate, in the sense 
that they are initially supervised and supported by upper class members, and are designed 
to provide training for newcomers who are freshmen and sophomores.  Students who 
aspire to later join the ranks of journalism professionals often begin as interns, where 
they participate peripherally before assuming greater responsibilities. 
 Wenger (1998) uses the term communities of practice to better describe the social 
configurations we create and organize around given disciplines. Thus, journalism 
professionals ideally operate within a “community of practice” –– with a shared identity, 
knowledge-base, and approach to constructing meaning. This is exemplified by 
journalists’ adherence to a common code of ethics, shared jargon, and agreed upon 
conventions. Therefore, student publications function as initial entry points into 
journalism’s community. They allow students a unique opportunity to emulate 
professional practices, with the added benefit of having an audience.
 Lave and Wenger’s theoretical construct begins with the acknowledgement that 
we are social beings, and therefore the learning occurring within communities is 
inherently social.  We come to understand our common practices through shared 
agreements about what they mean. For example, journalism practitioners generally agree 
on the writing characteristics that distinguish news reporting from editorials or 
commentaries. 
 Communities of practice are said to be dynamic, in the sense that they are always 
in a state of transition. Elders and newcomers are on trajectories, distinctly different 
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career paths, which may converge and diverge. Tensions are inevitable, as both parties 
negotiate to influence the evolution of a practice.  Wenger argues that identities within 
communities of practice are in many ways shaped through these negotiations. In fact, this 
interplay is vital to a community’s healthy advancement. 
 Identity formation occurs as community members take on accountabilities that 
align with specific tasks.  A defining of roles takes place.  In a newsroom, for example, 
there are distinctions between editors, who manage, and reporters, who gather stories in 
the field.  Some classifications may carry additional status. An example is Pulitzer 
winners, who are revered among their peers.  
  Gender, class, ethnicity, age, and other forms of categorization, association, and 
differentiation –– all factor into matters of identity. Members learn to negotiate multiple 
identities as they interact with peers and publics. For example, a journalist may be 
Hispanic, and a woman. In this hypothetical instance there are at least three identities at 
play. However, her self-perception may not line up with various publics’ presumptions 
about what it means to be a Hispanic-woman-journalist. Crenshaw (1989) uses the term 
intersectionality to describe the multiple dimensions, and often simultaneous levels that 
function as elements of the self and the associated challenges they bring.
 This discussion of identity is particularly relevant to this study of high school 
language arts, and more specifically journalism. The teen years are a critical period in the 
process of identity formation, as young people strive to discover their interests, define 
their values, and assert their independence (Hauser, 2011; Leary & Tangney, 2003; 
Schwartz, Luyckx & Vignoles, 2011). School becomes a social setting where students 
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make declarations about who they are, encounter feedback from peers, make assessments 
about the validity of peer feedback and, in turn, mutually influence who they will all 
become. 
 In addition to gender, class, and ethnic identities, being in a school environment 
adds the identity of “student” into the mix, which is negotiated through social interactions 
with “teachers” and “administrators.”  Diagram 1 shows how these identities intersect. 
Thus, there are presumed lines of authority, and therefore relationships of power and 
influence at play (Foucault, 1984). 
 Figure 1. Intersecting Identities 
 
 It is important to note that taking on an additional “student journalist” identity 
potentially alters the power dynamic within a school, as student reporters are at liberty to 
question authority and challenge the status quo. In states that support student press 
freedoms, having the power to publish can foster inclusiveness and provide transparency 
to the administrative process that are not otherwise likely (Student Press Law Center, 
2012). 
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Student Motivation and Competency
 Regardless of the subject matter, academic achievement is linked to students’ 
being motivated to learn. Wenger (1998) offers a robust conception of the “self,” yet the 
true nature of what motivates humans remains heavily debated among philosophers, 
psychologists, and theologians. There is no resolved consensus on the matter, and there 
are many perspectives. 
 Motivation theories address the underlying attitudes and intentions that precede 
actions.  Self-determination Theory (SDT) (Deci & Ryan, 1985, 2000) is the second 
framework used for this study. It is based on a substantially large body of work, 
conducted over thirty years, by numerous researchers.  SDT posits that, much like in 
biology, human organisms have basic psychological needs that sustain their ability to lead 
healthy and productive lives.   
 In contrast, determinists suggest that humans are simple organisms with few 
options other than to respond in predictable ways to what they encounter in the world 
(Watson, 1913). This is the operant tradition in psychology, which doesn’t investigate or 
acknowledge theories of motivation. Rather, it posits that human actions are attributable 
to external stimuli -- in the form of rewards, reinforcers, and efforts to avoid punishment 
(Skinner, 1953).   
 During the 1960s and 70s there was a post-positivist shift towards cognitive 
psychology, which focused on individuals’ cognitions, meaning their expectations and 
attributions (Bandura, 1986). SDT is neither an operant or a cognitive approach, although 
it is informed by both.  It is more in line with constructivist approaches to psychology. 
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 Constructivists have long argued that we are more than passive bystanders, bound 
by outside forces. Rather, as a species, we possess a unique capacity to imagine the future 
–– and to actualize our desired roles in that future (Maslow, 1943; Rogers, 1977).  
Motivation and self-efficacy theories suggest that this creative capacity is tied to self-
image (Bandura, 1997; Deci & Ryan, 2000), and childhood and grade school experiences 
are contributing factors (Piaget & Inhelder, 1969).  Self-perception is shown to be a key 
factor in academic performance (Riding & Rayner, 2001; Usher & Pajares, 2006). 
 The notion that humans possess an innate tendency to aspire for psychological 
growth dates back further than Aristotle (Russell, 1972). Individuals find value in facing 
and overcoming challenges and from expanding their capacities. Psychoanalytic theorists, 
including Freud (1957) have argued that humans are active, self-organizing organisms 
with self-expressive tendencies for growth.
 As described in Diagram 2, SDT asserts that motivation exists on a continuum, 
with intrinsic motivation ranked highest, followed by four lower levels of extrinsic 
motivations. The sixth (and lowest) category is Amotivation, which is associated with 
having a low sense of self-efficacy and limited intentions. External regulation is 
associated with activities motivated by imposed and contingency related external 
rewards. Introjection involves actions that are ego-based or that are performed to gain 
approval from others. Identification is more autonomous, in that individuals have 
accepted external regulation and there is some presumed value. Integration occurs when 
individuals fully assimilate and take ownership of regulations. At the highest level are 
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intrinsically motivated actions, which are associated with enjoyment and inherent 
satisfaction. 
Figure 2. Intrinsic and Extrinsic Motivations, (Deci & Ryan, 2000)
 Deci and Ryan identify three components that catalyze intrinsic motivation: 
autonomy, competence, and relatedness. Autonomy refers to one’s sense that his or her 
actions are self-directed; competence refers to one’s sense of being capable of attending 
to the task at hand; and relatedness refers to one’s sense of communal belongingness and 
support. The theorists make the point that autonomy is not necessarily exercised as a solo 
endeavor. In more communal cultures, social actors may align together with a common 
cause.
 A sense of competence occurs when the task at hand neither far exceeds or falls 
way beneath one’s present capabilities. There is a sense that one faces an appropriate 
challenge that is “reachable,” in terms of accomplishment. Sense of competency is also 
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tied to having a sense that one’s basic psychological needs are being met. This study 
focuses on that specific aspect of their theory. 
 Further defined, the term relatedness considers peer, teacher, and parental 
relationships and structures of support. There is interplay between the three components. 
One’s relationships with parents, teachers, and peers can be said to provide autonomy 
support rather than controlling or counter-support. 
 Deci and Ryan’s research discusses a process of internalization, by which 
individuals can transform extrinsic motivations into intrinsic motivations as they begin to 
endorse and take ownership of tasks they may have previously viewed as externally 
controlled.  Relatedness is key to the internalization process. Supportive teachers, parents 
and peers provide the psychological nourishment necessary to intrinsic motivation to 
thrive. The process of internalization can lead to integration, which is expressed as fully 
owned.   
 Researchers look at how students’ basic psychological needs are being met in 
various learning environments and at students’ learning strategies to draw comparisons 
about effects on motivation. Certain learning environments have been identified by 
researchers as more conducive for catalyzing motivation and self-efficacy (Reeve, 2009). 
These are settings where there is peer-to-peer interaction, and teachers share power with 
their students.  
  Theories suggesting that humans have a progressive nature arguably contradict 
our everyday observations of individuals who exhibit few overt signs of being 
intrinsically motivated.  After all, we live in a rewards-based culture -- particularly in 
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academics where high grades and honors are valorized. In business, employees covet 
high salaries, raises, and bonuses. Therefore, conventional wisdom might suggest that 
adding the variable of rewards would enhance intrinsic motivation. However, numerous 
studies indicate that the opposite is true.  Deci (1971) looked at monetary compensation 
and its affect on intrinsic motivation.  His study focused on two groups of college 
newspaper journalists who were invited to write headlines over a 16 week period. After 
the first four weeks, students in one of the groups were told that there was extra money in 
the publication’s budget that needed to be spent, and that the editors had decided to 
reward them.  They were then offered 50 cents per headline written. The payments to this 
group ceased during week eight. Findings indicated that intrinsic motivation suffered 
among the members of the paid group after the monetary compensation variable was 
introduced, and also thereafter.  
 Some critics asserted that perhaps the students became angry that the payments 
ended, which therefore diminished their levels of intrinsic motivation (Calder & Staw, 
1975). Deci countered that all participants were informed that the payment period would 
be limited; and also they had initiated the experience with no expectation of 
compensation (Deci & Ryan, 1985).  Similar experiments, using tokens (Greenberg, 
Sternberg & Lepper, 1976), toys (Lepper & Greene, 1975), food (Ross, 1975), and prizes 
(Harackiewicz, 1979) –– all indicate that rewards can diminish intrinsic motivation. 
 These findings are relevant because they suggest that intrinsic motivation is not 
tied to external rewards, but rather self-determined internal desires. Intrinsic motivation is 
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associated with joyful experiences of the present, rather than future-based objectives tied 
to material or ego-based gain (Deci & Ryan 1985, 2000).  
 Additionally, SDT addresses matters of emotional regulation (Gross, 1998), which 
relates to the processes by which people respond and adapt to emotionally challenging, 
stressful, or threatening events. Defensive responses involve compartmentalizing, 
distorting, or making light of matters that are potentially overwhelming (Costa, 
Zonderman & McRaae, 1985). This is in contrast to non-defensive responses, which 
involve a willingness to entertain and engage in new coping strategies.  Such openness is 
vital for the successful integration of new perspectives, which can prove more productive 
(Ryan & Deci, 2000).  When integration fails, fearful thoughts may linger, leading to 
further anxiety and suffering (van der Kolk & van der Hart, 1991). 
 SDT asserts that effective self-regulation of emotions is tied to one’s sense of 
autonomy, meaning one’s sense of choice-fulness about his or her behavior (Ryan & 
Deci, 2000). Weinstein and Hodgins (2009) note that when troublesome emotions are not 
processed –– meaning, they are allowed to stagnate or cycle through the mind –– it can 
adversely affect well-being. Such thoughts may manifests in one’s memory as 
“unfinished business” (p.351), which can thwart one’s energy and sense of vitality. These 
findings are highly relevant to this study of scholastic journalism, as they relate to the 
efficacy of written expression as a regulation strategy. Pennebaker (1989) asserts that 
expressive writing about one’s challenges frees one from persisting thoughts. Journalistic 
writing, which can include commentaries and other opinion oriented articles, requires that 
the author construct a narrative.  This can foster higher levels of understanding, and an 
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additional sense of resolution or “closure” (Donnelly & Murray, 1991; Greenberg, 
Wortman, & Stone, 1996). Having one’s words published requires an additional act of 
courage and self-disclosure. 
Social Identity and Self-categorization Theories
 Along with conceptions of the self, group interaction theories provide an essential 
lens for this study. As student populations increasingly become more diverse, young 
people are compelled to negotiate their peer group affiliations.  These can be based on 
race, ethnicity, gender, class, sexuality –– and participation on a student publication. 
 Social Identity Theory (SIT) (Tajfel, 1978; Tajfel & Turner, 1986) and Self-
categorization Theory (SCT) (Turner, 1987; Abrams, Wetherell, Cochrane, Hogg & 
Turner, 1990) assert that a positive assessment of one’s own group (“insiders”) can only 
be made through comparison with groups which one has determined that they are not a 
member of (“outsiders”), based on criteria set by the group.  Self-esteem is regulated 
through comparisons drawn between insiders and outsiders, which characterize insiders 
as being superior. These theories evolved from early studies of prejudice (Tajfel, 1969). 
 Studies indicate that for teens, issues of peer pressure heighten between the ages 
of 12-16 years (Coleman, 1974; Steinberg & Silverberg, 1986). The value associated with 
group membership affects intergroup discrimination. When a group’s identity is 
threatened, certain members are compelled to defend and even retaliate, because that 
identity is central to their self-concept (Branscombe & Wann, 1994). Robinson and Biran 
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(2006) found that African American high school students who held positive views about 
their heritage performed better academically.   
 In some studies, teens have demonstrated higher levels of group identification 
than adults (Liebkind, 1983).  Subsequent research confirms that social identity theory 
and self-categorization theory are highly useful for studying the motivations of 
adolescents (Reynolds, Turner, & Haslam, 2000; Tarrant, et al., 2001). However, in most 
instances, the studies involved surveys or experiments, rather than observations of lived 
experiences. Tarrant, et al. (2001) stress “the importance of studying behavior in a 
meaningful social context” (p. 606). 
Theoretical Limitations
 The previous chapter and this review of literature confirm that student proficiency 
in language arts is highly valued by educators and administrators. However, the content 
of many of these programs continues to favor fiction, rather than nonfiction oriented texts 
(Sebesta & Monson, 2003; Richards, 1998).  This is partially due to imposed institutional 
constraints on teachers that place limitations on their academic freedom. When nonfiction 
texts are included, they are generally not journalistic in nature (Puhr, 2010).  Journalism 
classes, when offered, are most often electives or extra-curricular, and they do not hold 
the same status as standard English courses or Advanced Placement English courses 
(Scholes, 1998; Blanchard & Christ, 1993). This is despite indications that the traditional 
literary canon may lack cultural relevance for an increasingly diverse population of 
students (Giroux,1998; Chummy & Dionne, 2002).
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 The literature indicates that students with publication experience earn better 
grades and test scores in high school and college than their peers (Dvorak & Choi, 2009); 
college freshmen with prior high school publication experience outperform their peers in 
writing (Dvorak, 1988); and journalism students are shown to make fewer errors in their 
writing than AP English and honors students (Blinn, 1982).  Fundamentally, journalism is 
interdisciplinary, collaborative, skill based, and allows students to explore themes that are 
relevant to their lived experiences. These findings show a need for research that explores 
why students select one language arts course study over another, and their perceived 
benefits about the choices they make.   
 With regard to the achievement gap, minority students with high school 
publication experience were shown to outperform minority students without it in twelve 
out of fifteen areas of high school and college comparisons (Dvorak, Bowen & Choi, 
2009). This finding warrants further study of how participation in journalism courses 
correlates with students’ socioeconomic and cultural backgrounds, access to technology, 
and geographic settings. 
 Previous studies that focus on the high school press are limited in scope. Several 
have explored First Amendment issues and censorship (Kopenhaver, 1996; Warnick, 
2009), often through surveys of advisors and administers (Kopenhaver & Click, 2001). 
Student attitudes about their enrollment and career choices related to journalism have 
been surveyed (Hipsman & Wearden, 1991; Collins, Hipsman, & Warden, 1995; Vlad, 
Becker & Kazragis, 2011).  However, there is an absence of qualitative research that 
investigates the potential benefits of situated-learning within a high school journalism 
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context. Also, few studies have connected participation in high school journalism and 
identity construction. This is especially pertinent, given recent socio-cultural changes that 
relate to race, ethnicity, gender, class, and sexuality.  These transformations warrant close 
examination through observation and in-person interviews with students and faculty.       
 The literature indicates that situated-learning has a lengthy history ––across many 
cultures –– most exemplified by apprenticeship-style instruction that offers students 
authentic first-hand experiences. However, growing class sizes and an emphasis on 
standardized assessment have made such curricular opportunities less prevalent in U.S. 
schools (Ravitch, 2010; Posner, 2004).  An exception is journalism classes, which engage 
students in a community of practice that results in published works. This literature 
warrants a more robust exploration of journalism pedagogy and its potential to benefit a 
broader base of students.
 The literature related to motivation indicates that educational experiences that 
foster autonomy, competence, and relatedness can catalyze intrinsic motivation –– which 
fosters a higher levels of engagement (Deci & Ryan, 1985, 2000).  As referenced earlier, 
Deci (1971) studied the affects of monetary rewards paid to college newspaper editors.  
However, a gap in the literature is a lack of research that explores journalism’s potential 
to stimulate intrinsic motivation, specifically in comparison to other forms of language 
arts instruction. 
 Research Questions
 The three proposed quantitative and two qualitative research questions are derived 
from the literature and seek to draw comparisons and provide new insights about the 
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effectiveness of various forms of language arts instruction.  Exploration of the findings 
can potentially inform education policy and pedagogical practices. 
 Key areas of the literature relate to the significance of intrinsic motivation and 
meeting students’ basic psychological needs, which Deci & Ryan (1985, 2000) argue 
are dependent on three factors: autonomy, competency, relatedness.  Therefore, the first 
research question explores students’ self-perceptions about these areas. Additionally, it 
addresses how students approach their various forms of language arts studies, in terms 
of learning styles and strategies. It looks at possible tactics students may employ when 
preparing to fulfill an assignment or take a test in journalism versus other language arts 
courses.  It also explores matters pertaining to the “digital divide,” a term associated 
with previous data that suggests certain student populations lack access –– not only new 
technology but to the skills necessary to make effective use of new technology (Norris, 
2001; Compaine, 2001).  
R1 - Is there a difference between high school journalism students and other language 
arts students in self-reported motivational beliefs and learning strategies, after 
controlling for school and student demographics (community type, class-standing, or 
socioeconomic status)? 
 
 Fundamentally, education’s aim is to enhance students’ growth and development 
–– academically, but also beyond the classroom.  Students who are effective readers 
and writers can emerge to be effective communicators and leaders.  These matters relate 
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to self efficacy, and having a strong sense of self. Therefore, the second research 
question addresses personal growth and identity construction. Specifically, it pertains to 
how journalism courses may offer student participants a venue for negotiating who they  
are, how they “fit in,” and where they “belong” –– within various social strata. This 
process occurs during a critical period of adolescent development (Coleman, 1974; 
Steinberg & Silverberg, 1986).
R2 - Is there a difference between how high school journalism students and other 
language arts students self-report their personal growth and sense of self?
 The final quantitative research question seeks to identify why students self-select 
certain language arts courses over others. Obviously, some are required, others are 
recommended, and yet others are chosen as electives. The question explores what 
motivates students’ selections, as well as their perceptions about related benefits.
R3 - Why do high school students enroll in journalism, and what short term and long 
term benefits do they perceive?
 
 The two remaining research questions pertain to qualitative assessments.
R4 - Does situated-learning through journalism instruction support autonomy, 
competency, and relatedness in observable ways? If so, in what ways?
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R5 - Does situated-learning through participation with campus publications affect 
students’ sense of self, and their sense of group identity? If it does, in what ways?  
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CHAPTER V
METHODS
 This chapter presents the research design used to investigate the three quantitative 
and two qualitative research questions presented in Chapter 3. The first section of this 
chapter explains the rationale behind the choice to implement a multimethod study.  The 
second section describes the reasoning behind the use of survey research for the 
quantitative study, as well as potential limitations. Section three describes the survey 
instrument. Section four reviews the treatment of data, a description of the participants, as 
well as an overview of the statistical tests used to answer the three quantitative research 
questions. The fifth section describes the qualitative research methodology, and 
specifically the field study conducted at Palo Alto High School. It discusses limitations, 
and treatment of data. The chapter ends with a description of the qualitative study’s 
participants.
A Multimethod Approach 
 A longstanding ontological and epistemological debate often separates 
quantitative and qualitative approaches in social science research. Contentious relations 
between researchers who take sides are ever-present in the field of education, especially 
in the aftermath of Bush administration’s “No Child Left Behind” legislation, which 
privileges quantitative studies over qualitative (Ravitch, 2010). The schism was intensely 
discussed at a 2005 conference sponsored by four national organizations that follow 
educational research: the National Research Council, the American Educational Research 
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Association, the American Psychological Association, and the National Science 
Foundation. Qualitative researchers argued:
While randomized studies can determine whether an intervention 
works, they cannot answer key questions about why it works, 
they can’t tell whether it works better, where it’s well 
implemented, and they can’t pick up on any unexpected side 
effects. (Viedaro, 2005)
 The qualitative research for this study, conducted through field study, over a year 
and a half long period at Palo Alto High School, provides numerous findings that will be 
presented in Chapter VII. The researcher seeks to discover whether these findings are 
more than anecdotal, through quantitative analysis of a significantly larger sample of high 
school students from a variety of locales. Therefore, both qualitative and quantitative 
methodological perspectives are appropriate for this study, which intends to identify and 
analyze both macro-social and micro-social phenomena in language arts instruction. 
 It is important to distinguish that this is a multimethod study, rather than a mixed 
method study. Tashakkori and Teddlie (2003) note that mixed methods studies combine 
various quantitative and qualitative strategies within a single project that can have a core 
theoretical focus that is either quantitative or qualitative.  The extracted strategies are 
subordinate to the central theoretical framework. However, in multimethod studies “two 
or more research methods, each conducted rigorously and complete in itself” are 
administered in one project (p. 190). Their description best describes this researcher’s 
intent, which is to maintain the integrity of the chosen methods. 
80
Quantitative
Survey and Quantitative Research  
 Through quantitative analysis, this study explores correlations between 
socioeconomic settings and the efficacy of journalism pedagogy, as well as other 
variables which will be discussed here in greater detail. Quantitative research 
systematically tests theories and examines variables to determine relationships, based on 
statistical or computational techniques (Wimmer & Dominick, 2011). The approach is 
oriented within the positivist/post-positivist tradition which, as previously stated, seeks to 
remain objective. 
 Survey inquiry provides a standardized way to collect data from large and diverse 
student populations, and to make inferences about attitudes and beliefs based on various 
indicators. Variables can include: course type, grade-level, years of study, access to 
technology, geographic location, and numerous other factors.
 Public school student populations reflect the demographic and socioeconomic 
conditions of their neighborhoods. County, city, and other municipal agency collected 
data are readily available for inspection, which allows a researcher to have a better 
understanding of populations for study and to draw comparisons between a wide range of 
communities.
 An anonymous online survey was an appropriate method for investigation of the 
three quantitative research questions addressed in this study. As of 2008 tabulations, 100 
percent of U.S. public schools have instructional computers with Internet access –– with 
a 3:1 student to computer ratio (U.S. Department of Education, 2010).  Teachers are 
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available to facilitate the process by which students are invited to participate, thereby 
assuring students that the survey is worthwhile, legitimate, and sanctioned by school 
authorities. This can conceivably result in higher levels of participation, follow through, 
and commitment to the process.  A survey taken during class time allows students to 
focus and attend to the questions in an orderly fashion, free from distractions that might 
be present in an environment outside of the classroom. 
 Wimmer and Dominick (2011) argue that self-administered surveys are less prone 
to interviewer bias. They are also fast, inexpensive, and provide researchers with control 
over data. A link to a survey is easily sent via email, or embedded in a dedicated web site, 
which can be accessed globally.  Once collected, data can be downloaded and analyzed 
using statistical software such as SPSS (Lefever, Dal & Matthiasdottir, 2007). 
Survey and Quantitative Research Limitations 
 Administering an online survey of high school students in a campus setting does 
present challenges. As part of the recruitment process, teachers must agree to set aside 
time that might otherwise be used for instruction. The Internal Review Board (IRB) 
guidelines require written consent from a school’s principal or district office, which can 
take weeks.  Additionally, the researcher is required to secure signed parental consent 
forms for all students under 18 years of age.  Also, there are logistics.  Due to the 3:1 
student to computer ratio average, access to the survey during class time typically has to 
be scheduled in advance. Additionally, while the survey is anonymous, the campus 
setting, where the survey is taken, may affect students’ level of candor.
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Survey Instrument 
  A pretest was administered to 20 students at one of the participating Northern 
California high schools to assess their interaction with the survey format, its length, and 
to determine if any of the items needed clarification or revision. Wimmer and Dominick 
(2006) recommend pretesting to improve survey construction. The researcher spoke with 
the teacher who administered the survey who relayed student feedback, and the data were 
reviewed. The feedback and data review revealed that no modifications were needed. 
 Following Internal Review Board (IRB) approval, the questionnaire was 
administered using the Qualtrics online survey software, which was hosted by the 
University of Oregon.  The software did not collect individual names, and survey data 
were accessible only by the researcher through a password protected login account. 
 Participating teachers selected dates and times, and scheduled computer access, as 
needed. Teachers were emailed a link to a dedicated website, created by the researcher for 
the sole purpose of the survey. The email also included a school ID number, arbitrarily 
assigned by the researcher to accurately identify the participating schools. The initial web 
page contained IRB approved Student Ascent information, where students acknowledged 
their desire to continue, before clicking through to the questionnaire.  Data collection 
began on March 12 and was completed on March 30, 2012. The survey is available in 
Appendix A.
 The first section was designed to collect identifying and demographic 
information. The first prompt required that students state their school’s assigned 
identification number, which they received from their teachers.  The next questions asked 
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that they indicate their grade level, followed by gender race/ethnicity, and community 
type.  
 The next series of questions were intended as indicators of participants’ 
socioeconomic status and asked about access to broadband (Question 6), computers at 
home (Question 7), and the number of individuals who shared the computer at home 
(Question 8). In addition, students were asked about part time employment (Question 9) 
and how they traveled to school (Question 10).  
 Participants were next instructed to pick an area of study to reflect on for all of the 
remaining survey questions, from a list that included: English, Journalism, AP Language 
and Composition, AP Literature and Composition, International Baccalaureate program, 
and Honors English (Question 11). This prompt framed all of their subsequent responses.
 They were asked to indicate how many previous classes they had taken in this 
course of study (Question 12). Additionally, the next prompt asked outside of class time, 
how many hours each week they estimated they spent engaged in activities related to this 
course of study (Question 13).
 Section two consisted of two open-answer questions, which inquired about 
students’ self-selection processes, and were coded according to their responses. 
Specifically, they were asked to complete the sentence: “I enrolled in this course 
because...” (Question 14) followed by: “This class prepares me to...” (Question 15).  The 
intention was to identify why students select journalism as opposed to other courses of 
study.  Students’ motivation for making these choices were viewed as central to this 
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study. The two open-answer questions were developed by the researcher, and were 
presented before the next set of related questions.
 Section three consisted of sixteen “true” or “false” prompts, which were 
developed by the researcher, in consultation with committee member Dr. Ron Beghetto, 
who is an educational psychologist.  They provided an array of possibilities about why 
they chose this course of study and about how they were introduced to it. Possible 
reasons include:  the course is required to graduate (Question 16),  they perceive that it 
will be useful in the future (Question 17),  it is aligned with their academic interests 
(Question 18),  it is aligned with their personal interests (Question 19), or it is aligned 
with their professional interests (Question 20), or they believe it will look good on their 
transcript to prospective colleges (Question 21). Three of the aforementioned questions 
reference various levels of extrinsic motivators (fulfilling a requirement, status, or ego 
needs), while three questions reference intrinsic motivators.
 Possible ways they may have been introduced to the course of study include: a 
friend’s recommendation (Question 22), a family member’s recommendation (Question 
23),  a teacher’s recommendation (Question 24), or a counselor’s recommendation 
(Question 25).  Additional reasons for enrolling included: they perceive it will improve 
future career prospects (Question 26), and it fit their schedule (Question 27). 
 The next possible “true” or “false” statements addressed key questions of the 
study: (Question 28) whether they intended to take more classes like this, (Question 29) 
whether this course of study is structured around teamwork, and (Question 30) whether 
the work performed in the class is published. The question of teamwork relates to social 
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learning theories (Vygotsky, 1987; Yamagata-Lynch, 2010). The question of about work 
being published addresses theories about the pedagogical benefits of shared writing 
(Elbow, 1973; Routman, 2005).
 In section four, the researcher developed 15 original survey questions (Questions 
31 through 45), also in consultation with committee member Dr. Ron Beghetto. The 
researcher utilized existing literature on the key theoretical constructs that provide the 
base of this study, situated-learning (Lave & Wenger, 1991), Communities of Practice 
(Wenger, 1998), and Self-determination Theory (Deci & Ryan, 1985, 2000) to list 
assertions about possible benefits of journalism pedagogy.  Next, the assertions were 
categorized (Appendix D). Classifications included social/situated learning (SSL), skill 
enhancement, intrinsic motivation and higher levels of extrinsic motivation, civic 
engagement, and personal growth/identity construction. The list was reviewed and 
approved by committee members prior to implementation. 
 In section five, the study used survey questions from two prominently cited 
instruments used to assess human motivation. The survey included all 21 items 
(Questions 46 through 66) from Basic Psychological Needs Scale (BPNS) (Deci & Ryan, 
2001), and 23 items (Questions 67 through 89) were selected from the Motivated 
Strategies for Learning Questionnaire (MSLQ) (Pintrich, Smith, Garcia & McKeachie, 
1991). All were presented on a 7-point Likert-like scale, ranging from 1 (not at all true) to 
4 (somewhat true) to 7 (very true). 
 Over the years, the BPNS questionnaire has been adapted to for study of work 
(see, for example, Deci, Ryan, Gagné, Leone, Usunov, & Kornazheva, 2001; Ilardi, 
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Leone, Kasser, & Ryan, 1993; Kasser, Davey, & Ryan, 1992); and relationships (La 
Guardia, Ryan, Couchman, & Deci, 2000). For this study, the work-related questionnaire 
was adapted by replacing the phrase “this job” with “this class,” to assesses students’ 
perceptions of how well their basic psychological needs are being met in a given 
classroom environment. Central to Self-determination Theory is the concept that humans 
have basic psychological needs that are presumed to be inborn and universal.  The theory 
argues that the needs: competence, autonomy, and relatedness--must be continuously be 
satisfied for individuals to develop and lead healthy and vital lives (Deci & Ryan, 2000). 
The term basic needs should not be misinterpreted to suggest a pejorative conception of 
the expression, which might suggest that education should cater to students’ “wants.” In 
the context of this research, the term can best be compared with its use in biology, which 
recognizes that human survival and reproduction depend on nourishment. 
 The MSLQ was originally developed to assess college students’ motivational 
orientation and use of learning strategies (Pintrich, Smith, Garcia & McKeachie, 1991). 
The MSLQ’s conception of motivation is fundamentally consistent with the BPNS (Deci 
& Ryan, 2001). The MSLQ’s use of the term learning strategies refers to how students 
approach their assignments and other school related tasks. The researcher selected 23 
MSLQ’s 62 questions, based on their relevance to this study’s areas of focus. Specifically, 
germane items were adapted and address two areas of inquiry: students’ motivations and 
learning strategies. The motivation related MSLQ items assess students' goals and value 
beliefs, including their beliefs about their skill to succeed in a course. The learning 
strategy related items assess students' use of different cognitive and metacognitive 
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strategies. Additionally, the learning strategies prompt items address student management 
of various resources.
Participants
 Key to the study of various forms of language arts is the inclusion of student 
populations from a variety of different communities. The choice to add more diverse 
communities to the study served to address and explore possible presumptions about why 
Palo Alto High School’s award-winning journalism program is so successful. The 
objective was to compare schools where a culture of journalism is robust within the 
language arts curricula with schools where it is not. 
 Esther Wojcicki and two other journalism instructors at Palo Alto High are 
heavily involved with several national and regional student journalism organizations, 
including the Journalism Education Association (JEA), the High School Journalism 
initiative, (HSJ) and the Columbia Scholastic Press Association (CSPA).  Palo Alto 
instructors provided a list of colleagues’ names and email addresses, specifically 
indicating communities that were more socioeconomically diverse than their own. Quill 
and Scroll Honor Society, another prominent student organization, also provided names 
and emails of teacher contacts.  From these lists, approximately 20 U.S. high school 
journalism teachers were emailed a query letter (see Appendix B) the recruitment 
materials, which included a letter of introduction, and parental consent form (see 
Appendix C).  Follow up phone calls were made to establish more personalized contact 
with teachers. To balance the survey sample, journalism instructors who agreed to 
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participate were asked to recruit colleagues in their English departments. This was to 
provide a sufficient representation of Advanced Placement English and traditional 
English students in the survey pool. 
 To increase overall participation, the researcher offered schools some degree of 
anonymity by agreeing only to disclose their general nonspecific geographic locations. 
Therefore, the city or town is mentioned, but not the specific school name.  Within the 
Palo Alto area, two other schools with smaller journalism programs were selected –– one 
private and another public. This was to draw comparisons about size and prominence of 
programs. Also, within the state of California, high schools in Bakersfield, Stockton, and 
Sacramento areas were chosen to reflect contrasts in economic status.  Palo Alto has 
approximately 64,400 residents, and is the home of 7,000 businesses (Census, 2010; Palo 
Alto, 2012). While Palo Alto is recognized for high technology, Bakersfield is 
California’s top producer of oil and has approximately 347,000 residents (Census, 2010; 
Bakersfield, 2012). Stockton has approximately 291,000 residents and has historically 
been an agricultural community. However, its economy has diversified to include 
telecommunications and renewable energies (Census, 2010; Stockton, 2012). Sacramento 
is California’s state capital, and therefore government affairs drive its economy (Census, 
2010; Sacramento, 2012). Its metro area includes 2.5 million residents.   Also on the West 
Coast, a high school in Eugene, Oregon participated. Eugene is the state’s second largest 
city, with approximately 156,000 residents. The city’s largest employers are Peace Health 
Medical and the University of Oregon (Census, 2010; Eugene, 2012). 
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 The researcher sought to include an East Coast and Midwestern school to draw 
comparisons in cultural differences with the West Coast. Therefore, high schools 
participated from Annandale, Virginia; Newark, New Jersey; and Iowa City, Iowa. 
Annandale is located in the Fairfax County suburb of Washington, D.C. Approximately 
41,000 residents live there and Annandale is home to military contractors, engineering, 
and information technology services providers (Census, 2010; Annandale, 2012).  
Newark, New Jersey is that state’s largest city, with a population of approximately 
227,000 citizens. Eight major banks are headquartered there, and it is the third largest 
insurance center in the U.S. (Census, 2010; Newark, 2012).  With a population of 
approximately 68,000, Iowa City, is the sixth largest city in the state of Iowa. Its economy 
is mostly supported by the University of Iowa Hospitals and Clinics. (Census, 2010; Iowa 
City, 2012).
 The study used census sampling process, meaning all students enrolled in a 
particular category of class (journalism, traditional English, Advanced Placement 
English, International Baccalaureate, and Honors English) were invited to participate.  
While some students were likely to be enrolled in more than one language arts course, 
they could only take the survey once. The responding students thus selected one course of 
study to reflect upon in these cases.  The survey targeted both high school juniors and 
seniors. However, given that many classes include mixed grade levels, freshmen and 
sophomores were permitted to participate and were included in the analysis.  All 
participating students had to provide written parental consent. No form of compensation, 
neither monetary or course credit, was offered to students or their teachers. 
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  Treatment of Quantitative Data
 This section provides an overview of the procedures and tests used to examine the 
for quantitative research questions. The data were downloaded from Qualtrics and 
uploaded into the SPSS statistical computer program for analysis. Data cleaning included 
reverse coding nine of the 21 BPNS survey items that were worded in the negative 
direction. 
 Next, frequency analyses were calculated to determine the demographic 
breakdown of the respondents, providing comparative numbers and percentages. 
 The Cronbach alpha statistic was used to assess internal consistency (inter-item 
reliability) of the study’s scales. This set of calculations is used to specify if the items in a 
scale are measuring the same underlying construct (Wimmer & Dominick, 2006). All of 
the values are above .7, which is considered acceptable in social science research 
(Nunnally, 1978). DeVellis (2012) states the general guidelines of research scales are 
"below .60, unacceptable; between .60 and .65, undesirable; between .65 and .70, 
minimally acceptable; between .70 and .80, respectable; between .80 and .90, very good; 
and much above .90, one should consider shortening the scale" (p. 109). The scores are 
detailed in Table 1 below.!
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Table 1. Scale Items Internal Consistency
Scale Purpose No.	  of	  
Items
Crouch’s	  Alpha
Social	  Situated	  
Learning
Percep<ons	  of	  whether	  selected	  course	  centers	  
on	  teamwork.	  
4 0.795
Skill	  Enhancement Percep<ons	  of	  how	  selected	  course	  is	  
contribu<ng	  to	  their	  development	  of	  new	  skills.
4 0.836
Intrinsic	  
Mo<va<on
Percep<ons	  of	  whether	  selected	  course	  is	  
aligned	  with	  their	  intrinsic	  interests.
3 0.909
Personal	  Growth/
Iden<ty
Percep<ons	  of	  how	  selected	  course	  is	  
contribu<ng	  to	  their	  growth	  as	  individuals.
3 0.906
Self-­‐determina<on	  
(SDT)	  (BPNS)
Percep<ons	  of	  how	  selected	  course	  aﬀects	  
their	  autonomy,	  competency,	  and	  relatedness.
21 0.869
Intrinsic	  Goal	  
Orienta<on**
Pertains	  to	  being	  mo<vated	  to	  pursue	  
coursework	  for	  reasons	  associated	  with	  
curiosity,	  challenge,	  or	  mastery,	  rather	  than	  
based	  on	  external	  objec<ves
3 0.761✝
Expectancy:	  
Control	  of	  
Learning/Self-­‐
eﬃcacy
Control	  of	  learning	  refers	  to	  students'	  beliefs	  
that	  their	  eﬀorts	  will	  lead	  to	  posi<ve	  outcomes.	  
Self-­‐eﬃcacy	  is	  a	  self-­‐assessment	  of	  one's	  ability	  
to	  master	  a	  task.
5 0.808
Task	  Value Task	  value	  refers	  to	  the	  student's	  judgements	  
of	  the	  how	  interes<ng	  or	  important	  the	  task	  is,	  
rather	  than	  why	  they	  are	  doing	  it.
3 0.855
Cri<cal	  Thinking Percep<ons	  of	  how	  selected	  course	  aﬀects	  
their	  ability	  to	  solve	  problems	  in	  new	  ways.	  It	  
entails	  being	  able	  to	  apply	  exis<ng	  knowledge	  
in	  original	  and	  decisive	  ways.	  
3 0.765✝
Elabora<on Percep<ons	  of	  how	  selected	  course	  aﬀects	  the	  
ability	  to	  retain	  informa<on	  by	  making	  
associa<ons.	  (paraphrasing,	  summarizing,	  
making	  analogies,	  and	  crea<ve	  note-­‐taking).	  
4 0.793
* The	  en'rety	  of	  the	  Basic	  Psychological	  Needs	  Scale	  (BPNS)	  (Deci	  &	  Ryan,	  2001).	  **This	  and	  all	  
subsequent	  sub-­‐scales	  were	  used	  from	  the	  Mo'vated	  Strategies	  for	  Learning	  Ques'onnaire	  (MSLQ)	  
(Pintrich,	  Smith,	  Garcia	  &	  McKeachie,	  1991.	  ✝	  Cronbach	  Alpha	  was	  lower	  due	  to	  par'al	  use	  of	  scale	  
items.
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! Next, a scale score for each of the above described scales was computed by 
calculating the mean responses on the items measuring each construct.  Mean imputation 
was used to derive scores for scales with missing data. For example, if a respondent 
completed 3 out of 4 items for SSL the mean for the 3 completed items was used as the 
scale score. Any individuals that were missing complete items were dropped from the 
analysis. There were no cases of one item representing a scale score.  
Intercorrelation Analysis of the Study’s Scales  
 The Pearson product-moment correlation procedure was employed to analyze the 
convergent validity of the 10 scales used in this study.  Results presented in Table 2 
indicate moderate to strong convergent validity of the 10 scales, with alpha’s ranging 
from .36 to .78.   These results suggest that the scales are measuring the factors being 
investigated in this study (ie. social-situated learning, self-determination, and personal 
growth).
Table 2. Scale Intercorrelation and Descriptive Statistics 
SSL Skill	  
Enhanc
ement
Intrinsic	  
Mo<va<o
n
Personal	  
Growth
SDT	  21 Intrinsic	  
Score	  	  
MSLQ
Expectancy	  
Control	  
Self	  
eﬃcacy
Task	  
Value
Cri<cal	  
Thinking
Elabor
a<on
Mean SD
SSL 1.00 4.28 1.45
Skill	  Enhancement 0.69 1.00 4.77 1.44
Intrinsic	  Mo<va<on 0.70 0.76 1.00 4.53 1.70
Personal	  Growth 0.67 0.78 0.78 1.00 4.21 1.80
SDT	  21 0.46 0.61 0.55 0.60 1.00 4.87 0.88
Intrinsic	  Score	  MSLQ 0.42 0.51 0.54 0.53 0.44 1.00 4.75 1.34
Expectancy	  Control	  Self-­‐
eﬃcacy
0.36 0.43 0.40 0.38 0.50 0.55 1.00 5.49 1.11
Task	  Value 0.56 0.66 0.71 0.66 0.59 0.71 0.58 1.00 4.97 1.48
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Cri<cal	  Thinking 0.38 0.47 0.50 0.53 0.38 0.64 0.43 0.63 1.00 4.63 1.37
Elabora<on 0.41 0.51 0.55 0.55 0.44 0.61 0.36 0.67 0.75 1.00 4.21 1.34
N = 657 Correlations greater than .05 are statistically significant (p < .05).
 The two open-answer questions were coded separately by the researcher and an 
independent research associate. The responses were then compared to assess inter-rater 
reliability, which is the degree of agreement between raters (Saal, Downey & Lahey, 
1980).   A Pearson product-moment correlation procedure was employed to analyze the 
inter-rater reliability of coding the response to the open-ended question: “I enrolled in this 
course because...”  Results presented in indicates an inter-rater reliability, with an alpha 
of .91.  A similar Pearson product-moment correlation procedure was employed to 
analyze the response to the open-ended question: “This course prepares me to....” Results 
presented in indicates an inter-rater reliability, with an alpha of .81. 
 A correlation analysis was run to note any relationships between the constructs, 
and the Pearson correlations were noted.  Next, a multivariate analysis of variance 
(MANOVA) was calculated to provide simultaneous analysis of multiple and independent 
and dependent variables.
 Research Questions 1 and 2 were analyzed using multiple analysis of variance 
(MANOVA) to assess inter group differences. For Research Question 3, chi square 
analysis was used to look at differences in categorical responses. Finally, a linear 
regression was calculated to predict any associations between the construct scales 
associated with Research Question 1.   
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 Respondent Profile
 In total 664 high school students took the survey, representing 10 different schools 
across the U.S., from the 20 approached.  Table 3 provides a breakdown of the percentage 
portion of the total sample represented by each school that participated in the study.
Table 3. School Geographic Locations
City/School Respondents Percentage SES
Palo	  Alto	  High	  School 168 25% High
Palo	  Alto,	  CA	  School	  #2 140 21% High
Annandale,	  VA 34 5.1% High
East	  Palo	  Alto,	  CA	  School	   67 10% Medium
East	  Bakersﬁeld,	  CA	   19 2.9% Medium
Sacramento,	  CA 163 24.6% Medium
Stockton,	  CA 19 2.9% Medium
Iowa	  City,	  IA 47 7.1% Medium
Eugene,	  OR 3 0.5% Medium
Newark,	  NJ 2 0.3% Medium
High	  SES	  =	  $100k+	  annual	  household	  income,	  Median	  SES	  =	  $40k	  to	  $99k	  annual	  household	  income.	  Source:	  US	  
Census	  data.
 The balance in socioeconomic composition among the participants was: high 342 
(51%) and medium 320 (49%). As shown in Table 3, Palo Alto High School students 
represented 168 (25%) of the total survey sample, and of those Palo Alto High students 
88 (52%) chose to report on journalism, versus 80 (48%) non-journalism. Data from two 
students were removed because they entered inaccurate school code information, 
effectively reducing the sample to 662.  
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 Table 4 shows the grade-level breakdown for participants was Seniors (n = 227, 
34.3%), Juniors (n = 152, 23%), Sophomores (n = 150, 22.7%) and Freshmen (n = 133, 
20.1%). Students reported their ethnicity as Caucasian (n = 336, 50.8%), African 
American, (n = 20, 3%), Asian American (n = 151, 22%), Hispanic (n = 92, 13.9%) and 
Other (n = 63, 9.5%). 
Table 4. Class Standing Breakdown (N =662)
Class	  Level Number	   Percentage
Senior 227 34.3%
Junior 152 23.0%
Sophomore 150 22.7%
Freshmen 133 20.1%
 As shown in Table 5, community types were self-reported as Urban (n = 104, 
15.7%), Suburban (n = 552, 83.4%), Rural (n = 3, .5% ), and Other (n = 3, .5%). In terms 
of gender, more than half of were females (N = 393, 59.4%), compared the males (n = 
269, 40.6%).
Table 5. Community Type Breakdown (N = 662)
Community	  Type Number	   Percentage
Urban 104 15.7%
Suburban 552 83.3%
Rural 3 0.5
Other 3 0.5
No	  Response 1 0.2
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Socioeconomic Status Profile
 Frequency analyses were calculated to provide a better sense of respondents’ 
socioeconomic status.  Of the 662 high school students, 602 (90.9%) reported having 
broadband access at home, compared to 55 (8.3%) who do not, and 5 (.8%) who did not 
provide an answer. As Table 6 indicates, when asked about having a computer at home, 
651 (98.3%) indicated they did, however, there was a broader range of responses about 
sharing PCs within their homes. 
Table 6. Socioeconomic Status 1 - Technology Access 
Access	  to	  Technology Yes No
Broadband	  access	  at	  home	  (n=657) 602	  (90.9%) 55	  (8.3%)
Computer	  Access	  at	  home	  (n=659) 651	  (98.3%) 8	  (1.2%)
 As shown in Table 7, of those surveyed, 351 (53%) said they are the sole user, 79 
(11.9%) share a home computer with one other person, 71 (10.7%) with two other people, 
and 156 (23.6%) with more than two other persons. Only 5 (.8%) did not respond.
Table 7. Socioeconomic Status 2 - Sharing of Computer (n =662)
Access	  Level Number	   Percentage
Home	  computer	  is	  shared	  with:
	  Zero	  others 351 53%
1	  other	  person 79 11.9%
2	  other	  persons 71 10.7%
More	  than	  2	  other	  persons 156 23.6%
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 Questions about holding a part-time job and how students get to and from school 
were asked, as further indicators of socioeconomic status. As shown in Table 8, of the 
respondents surveyed, 143 (21.6%) have a part-time job, while 518 (78.4%) do not. Only 
one student did not answer this question.
Table 8. Socioeconomic Status 3 - Part-time Job
Indicator Yes No
Hold	  a	  part	  <me	  job 143	  (21.6%) 518	  (78.4%)
! Regarding transportation, as shown in Table 9, 198 (29.9%) indicated that they 
walk or bicycle to school, 206 (31.1%) receive rides from their parents, 25 (3.8%) are 
transported by school bus, 21 (3.2%) use public transportation, and 212 (32%) checked 
other. 
Table 9. Socioeconomic Status Profile 4 - Transportation to and from School (n =662)
Transporta<on	   Number	   Percentage
Travel	  to	  and	  from	  school	  via:
Walk/Bicycle 198 29%
Parents 206 31%
School	  Bus 25 3.8%
Public	  Transporta<on 21 3.2%
Other 212 32.0
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Academic Profile
 Students were asked to select one of six choices of language arts course types to 
reflect on for the remainder of their answers. As shown in Table 10, of the respondents, 
253 (38.3%) chose general English, 190 (28.7%) Journalism, 36 (5.4%) AP Language and 
Composition, 100 (15.1%) AP Literature and Composition, 82 (12.4%) Honors English, 
and only 1 (2%) International Baccalaureate Program.  
Table 10. Academic Profile (n = 662)
Course	  type	   Number Percentage
General	  English 253 38.3%
Journalism 190 28.7%
AP	  Language	  &	  Composi<on 36 5.4%
AP	  Literature	  &	  Composi<on 100 15.1%
Honors	  English 82 12.4%
Interna<onal	  Baccalaureate 1 2%
 Therefore, the breakdown was journalism students 190, (28.7%) compared to 
non-journalism 472, (71.3%).  
Qualitative
Field Study and Qualitative Research
 The word field has a broad range of meanings. It can refer to farming, athletics, 
military battlegrounds, or professional disciplines. In social science, being “in the field” 
means a researcher is making firsthand contact with groups or individuals that he or she 
is studying. Field study entails observing, interacting, interviewing, recording, and in 
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some cases, living among cultures (Geertz, 1973).  The term culture also carries 
numerous connotations. People speak of “high culture,” “low culture,” and “folk culture.” 
Contemporary social scientists generally agree that every group has a culture, 
exemplified by their rituals, shared languages, and common beliefs (Philipsen, 1992; 
Williams, 1982). 
 Field study has a long tradition in qualitative research (Denzin & Lincoln, 2005). 
It is informed by the discipline of anthropology and its method of ethnography, which 
involves extended and immersive engagement with a culture (Geertz, 1973).  Geertz uses 
the term “thick description” to assert: “doing ethnography is like trying to read (In the 
sense of ‘construct a reading of’) a manuscript –– foreign, fades, full of ellipses, 
incoherencies, suspicious emendations, and tendentious commentaries, but written not in 
conventional graphs of sound but in transient examples of shaped behavior” (p. 10).  
 Communication studies scholars borrow ethnographic techniques to analyze 
communication behaviors –– both verbal and nonverbal –– while seeking clues to 
underlying meanings (Rubin, Rubin & Piele, 2000).  In Foucaultian terms, these social 
interactions can be described as discursive practices, which can reveal insights about 
relationships of power (Foucault, 1978). The data can be distilled to reveal hidden 
influences related to pedagogical philosophies and belief systems, teaching styles, and 
peer-to-peer relations. 
 Situated-learning (Lave & Wenger, 1991) and communities of practice (Wenger, 
1998) offer an effective construct from which to draw distinctions about the phenomena 
occurring within certain high school journalism classes.
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 While quantitative research seeks to remain objective, qualitative research is often 
subjective –– acknowledging the role of the researcher in a manner that is self-reflexive. 
In explaining the self-reflection process, Sunstein and Chiseri-Starter (2002) note “as a 
fieldworker, you will conduct an internal dialogue between your subjective and objective 
selves, listening to both, questioning both. You combine the viewpoints of an outsider 
stepping in and an insider stepping out of the culture of study” (p. 9). Therefore, in 
Chapter VII, the researcher’s qualitative analysis of fieldwork conducted at Palo Alto 
High School will include appropriate use of personal pronouns. This is in contrast to the 
more formal and objective linguistic style that frames the majority of this study.   
Field Study and Qualitative Research Limitations 
 Qualitative research through field study does have its limitations. Most often it 
provides a micro-social perspective. Therefore, the subject of inquiry is isolated and 
local, which means findings cannot be generalized to a larger population.
 Additionally, while a researcher can make choices about opportune times to 
observe students, based on scheduled production periods, it is not possible to make 
predictions about the worthiness of the data.  Also, student journalism activities are often 
occurring at different sites on a campus, simultaneously, which adds a complexity of 
choices for a single researcher.  
 The Palo Alto community’s affluence, and the school’s close proximity to 
Stanford University might lead many to consider the journalism program’s success to be 
anomaly that could not be replicated elsewhere. While it is common practice for 
researchers to study educational scenarios that are rife with problems, the researcher 
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viewed this site as an opportunity to study and learn from “best practices,” that can 
possibly be applied in less privileged communities. 
Treatment of Qualitative Data
 Qualitative interviews were digitally video-recorded and transferred to a 
dedicated hard drive, and then transcribed by the researcher. Paper transcripts were 
highlighted with color markers to code and distinguish recurring themes that surfaced in 
the interviews, which included comments related to: a) social-situated learning, b) 
intrinsic motivation (autonomy, competency, and relatedness), c) identity construction, d) 
skill enhancement/critical thinking, e) civic engagement, and f) personal growth. The 
frequencies were noted. The data presented is representative of dominant recurring 
themes expressed by the interview subjects (Creswell & Plano Clark, 2007). 
  When open-ended questions are used in qualitative research, internal validity 
centers on credibility, trustworthiness, and accuracy (Miles & Huberman, 1994). The 
digital video recording of interviews insured accuracy and credibility because 
respondents’ comments were stated in their own words and in real time. In all instances, 
interviews were conducted in private or semi-private locations –– free from distractions 
and onlookers. Video allows researchers opportunities for fine-grained analysis of social 
interactions and direct responses (Heath, Hindermarsh & Luff, 2010).
 Sunstein and Chiseri-Starter (2002) argue that qualitative analyses based on 
fieldwork are best described as “written portraits of an informant that require noting the 
same kinds of character details that fiction writers use: physical features, material 
artifacts, body language, oral language patterns, and personal history” (p. 302).
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Participants 
 The researcher first became aware of Palo Alto High School’s award-winning 
journalism program in spring 2010, while participating on a panel with several of the 
school’s students at an academic conference at Stanford University. The topic was 
journalism innovation, and the Palo Alto students were well-spoken and cognizant of 
emerging media trends. Esther Wojcicki, the  Palo Alto High journalism program’s 
matriarch, brought the students and shared about their accomplishments. Palo Alto High 
School’s journalism program is considered to be the nation’s largest. Nearly 500 of the 
school’s 1800 pupils participate, and the students produce seven different publications –– 
all student run.  The student publications consistently win top honors from the Columbia 
Scholastic Press Association (CSPA), and Palo Alto High School was one of only three 
high schools in the country honored with the 2011 First Amendment Press Freedom 
Award, bestowed by the Journalism Education Association. Subsequent conversations 
with Ms. Wojcicki resulted in receiving consent to examine the program.   
 This study’s qualitative research focuses on field observations that included 
videotaped documentation of classroom interactions between teachers and students, 
recorded over multiple sessions. Between September 2010 and March 2012, nine visits 
were made to Palo Alto High School for three to four consecutive days at a time. This 
included a three-day trip in July 2011 to observe students who participated in a grant 
funded summer training program for minority youths, which is held in neighboring East 
Palo Alto. Students were randomly selected, with the intention of representing an 
accurate mix of gender and racial diversity present at the school. IRB procedures were 
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followed and parents and students consented to the videotaping and disclosure of their 
identities.
 During visits, students there were followed into the field where their journalistic 
assignments were observed.  Additionally, in between those assignments and classes, one-
on-one on camera interviews were conducted with selected students and teachers. 
 Situated-learning (Lave & Wenger, 1991), communities of practice (Wenger, 
1998), and Self-determination theory (Deci & Ryan, 1985, 2000) are the constructs that 
framed the questioning. However, questions were not standardized.  They were informed 
by the researcher’s observations in the field. Key themes dealt with: motivation, social-
situated learning, identity construction. (See Appendix E). 
 It is important to note that the process of conducting a qualitative study is 
somewhat similar to launching a journalistic investigation. Both seek to make new 
discoveries that are socially relevant. However, the two endeavors have different 
audiences. While journalism seeks to inform the general public, academic research seeks 
to inform a community of scholars engaged in applying theories to the investigation of 
social phenomena. This distinction guided my fieldwork at Palo Alto High. It required 
that I remain mindful of the theoretical constructs I chose to frame this study. 
 Also, it was important to consider how journalism students might respond to my 
questioning, given their knowledge of my professional background. These are intangible 
factors that are not easily quantified. However, a researcher’s positionality in his or her 
work bears acknowledgement. 
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Summary
 This chapter provided an overview of the quantitative research process used to 
survey high school students via the internet. It also discussed the quantitative survey 
sample, the survey instrument, and the respondent profile. In terms of socioeconomic 
status, there was an equal balance in students in high versus medium. The majority of 
students were seniors and juniors, and lived in suburban communities. By far, most had 
broadband access, and access to a home computer. Just over half of those with home 
computers were the sole user. However, nearly a quarter of the students shared a 
computer with more than two other persons. Only twenty percent of the students had 
part-time jobs. With regard to transportation, to and from school, most students relied on 
their parents or walked/biked. 
 Finally, the chapter discussed the qualitative methods used in fieldwork at Palo 
Alto High School and described the participants. 
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CHAPTER VI
QUANTITATIVE RESULTS
 This chapter presents the results of statistical tests used to analyze the survey 
responses, and answer the three quantitative research questions. Fundamentally, the 
questions sought to compare journalism and non-journalism language arts students to 
assess differences in their motivational beliefs and learning strategies, as well as how the 
respective courses of study affect their personal growth and sense of self. The chapter 
provides further demographic information relevant to the study. Descriptive statistics are 
presented, as well as MANOVA and chi square results. 
Journalism versus Non-Journalism Students 
 Research Question 1 asked “Is there a difference between high school journalism 
students and other language arts students in self-reported motivational beliefs and 
learning strategies, after controlling for school and student demographics?” To answer 
the first part of this question, a Multivariate Analysis of Variance (MANOVA) analysis 
was completed to examine differences between journalism and non-journalism students 
comparing the outcome variables (social-situated learning, self-determination, skill 
enhancement, intrinsic motivation, et al.).  
As seen in Table 11, results from the MANOVA indicate a significant difference 
between journalism and non-journalism students on the various outcome variables, 
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Wilks’ Λ (.63), F (8, 644) = 46.69, p < .001. Classification of journalism versus non-
journalism students accounted for 37% (.37 partial eta squared) of the variation in 
differences across the outcome variables. 
Results of between group analyses indicate that journalism students on average 
significantly rated each of the items higher than non-journalism students. Table 11 
displays the means, standard deviations, p values and effects sizes for each of the 
outcome variables. As depicted in Table 11, although there are significant differences 
among all outcome variables, three stand out (based on the effects size). 
Journalism students (M = 5.51, SD = 1.19) reported significantly higher social-
situated learning than non-journalism students (M = 3.77, SD = 1.23), F (1, 651) = 
273.81, p < 0.001. Journalism students (M = 5.81, SD = 1.17) also reported significantly 
higher intrinsic motivation than non-journalism students (M = 4.00, SD = 1.59), F (1, 
651) = 197.54, p < 0.001 Finally, Journalism students (M = 5.70, SD = 1.08) reported 
significantly higher skill enhancement than non-journalism students (M = 4.39, SD = 
1.39), F (1, 651) = 132.65, p < 0.001.  
Table 11. MANOVA - Motivation and Learning Scale Category Comparisons
Journalism	   Non-­‐Journalism
Variable M SD M SD p	  value Par-al	  eta2
SSL 5.51 1.19 3.77 1.23 <	  .001	  ?? 0.296
Intrinsic	  Mo<va<on 5.81 1.17 4.00 1.59 <	  .001	  ?? 0.233
Skill	  Enhancement 5.70 1.08 4.39 1.39 <	  .001	  ?? 0.169
SDT 5.24 0.87 4.71 0.83 <	  .001	  ?? 0.074
Task	  Value 5.69 1.17 4.66 1.49 <	  .001	  ?? 0.099
Cri<cal	  Thinking 4.94 1.25 4.50 1.39 <	  .001	  ?? 0.022
Elabora<on	   4.40 1.32 4.13 1.34 0.019	  ?? 0.008
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Expectancy/Self-­‐
eﬃcacy
5.8 0.90 5.33 1.14 <	  .001	  ?? 0.045
N	  =	  657	  ?	  indicates	  signiﬁcant	  at	  .05	  	  	  ??	  indicates	  signiﬁcant	  at	  .01	  
To answer the second part of RQ1, regarding (community type, class-standing, or 
socioeconomic status, a series of linear regression analyses were used to examine the 
relationship between the motivation and learning strategy scale categories and three 
outcomes that were found to have the strongest difference between journalism and non-
journalism, when controlling for those variables. After controlling for all the variables in 
the model, the strongest relationship existed between journalism and social situated 
learning, followed by journalism and intrinsic motivation. Table 12 shows results of these 
analyses.
Table 12. Linear Regression Analyses: Community type, Class-standing, Socioeconomic Status 
(SES) 
Model Variables t 	  B 	  	  SEB β 	  p Part2
SSL Journalism	  vs.	  Non-­‐
Journalism
Urban	  vs.	  Other
Class	  Standing
High	  vs.	  Med	  SES
16.74
2.71
3.73
1.83
1.79	  
.37
.16
-­‐.19
.107
.138
.042
.107
.56
.94
.12
.07
<	  .001
.007
<	  .001
.068
.287
.007
.014
-­‐.003
Intrinsic	  Mo<va<on Journalism	  vs.	  Non-­‐
Journalism
Urban	  vs.	  Other
Class	  Standing
High	  vs.	  Med	  SES
13.60
1.09
4.40
-­‐.79
	  1.79
.19
.23
-­‐.10
.132
.170
.052
.132
.48
.04
.15
.03
<	  .001
	  	  	  .274
<	  .001
	  	  	  .430
.209
.001
.022
-­‐.054
Skill	  Enhancement Journalism	  vs.	  Non-­‐
Journalism	  
Urban	  vs.	  Other
Class	  Standing
High	  vs.	  Med	  SES
11.32
1.38
6.35
-­‐1.53
1.29
.20
.28
-­‐.17
.114
.146
.045
.114
.41
.05
.23
-­‐.06
<	  .001
.168
<	  .001
.128
.153
.002
.048
-­‐.104
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Results of regression analyses indicate that the motivation and learning strategy 
scale categories account for 33% of the variation in social-situated learning, F (4, 657) = 
80.15, p < .001, R2 for the category was .33, and adjusted R2 was .32.  As indicated in 
Table 12, journalism was positively related to students’ social-situated learning (β = .56, p  
< .001) and urban versus other type of area (suburban, rural) was also significantly 
related to social-situated learning (β = .12, p < .001).  
 Results of regression analysis indicate that the motivation and learning strategy 
scale categories account for 25% of the variation in intrinsic motivation, F (4, 657) = 
56.57, p < .001.  As indicated in table 12, journalism was positively related to students’ 
intrinsic motivation (β = .48, p < .001) and higher class standing was also significantly 
related to intrinsic motivation (β = .15, p < .001).   This analysis also indicates that the 
motivation and learning strategy scale categories account for 22% of the variation in skill 
enhancement, F (4, 657) = 46.87, p < .001. As indicated in Table 12, journalism was 
positively related to students’ skill enhancement (β = .40, p < .001) and higher class 
standing was also significantly related to skill enhancement (β = .22, p < .001).   
Research Question 2 asked “Is there a difference between how high school 
journalism students and other language arts students self-report their personal growth 
and sense of self?”  To answer this question, an Analysis of Variance (ANOVA) analysis 
was completed to examine differences between journalism and non-journalism students 
comparing the outcome variable personal growth. Results from the ANOVA were 
statistically significant F (1, 660 = 144.47, p < 0.001. As Tables 13 and 14 below shows, 
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Journalism students report higher levels of personal growth than non-journalism 
students.  
Table 13. Personal Growth - Descriptives
N Mean Std.	  
Devia<
on
Std.	  
Error
95%	  Conﬁdence	  Interval	  
for	  Mean
	  Minimum Maximum
Lower	  
Bound
Upper	  
Bound
Non-­‐Journalism 472
.00
3.72 1.68 0.08 3.57 3.87 1.00 7.00
Journalism 189
.00
5.41 1.50 0.11 5.19 5.63 1.00 7.00
Total 661
.00
4.20 1.80 0.07 4.07 4.34 1.00 7.00
Table 14. ANOVA - Personal Growth 
Sum	  of	  Squares df Mean	  Square F Sig.
Between	  Groups 385.33 1 385.33 144.47 0.000
Within	  Groups 1757.61 659 2.67
Total 2142.94 660
Within language arts, both Journalism and AP courses are most often electives, 
therefore these subgroups from the sample were compared to address Research Question 
3: “Why do high school students enroll in journalism, and what short term and long term 
benefits do they perceive?” A chi-square test was used to evaluate the proportion of 
differences in journalism students and AP Literature students’ response to the first open-
end question: “I enrolled in this course because....”  Reasons were coded and categorized 
as: it’s mandatory, it’s an easier choice, for enjoyment, for skill enhancement, for an 
extrinsic goal, or other. 
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As seen in Table 15, the difference between Journalism and AP Literature students 
responses was significant, X 2 (N = 286, 5) = 38.24, p < .001.  Most significantly different 
were responses in the areas of enjoyment/fulfillment: Journalism (76%) and AP Literature 
students (43%); and skill enhancement: Journalism (12%) and AP Literature (39%).
Table 15. “I enrolled in this course because...”
Stated	  Reason AP	  Literature	  (n	  =	  100) Journalism	  (n	  =186)
Mandatory	  (n	  =	  7) .04%	  (4) .02%	  (3)
It	  was	  an	  easier	  choice	  (n	  =	  3) 0%	  (0) .02%	  (3)
Enjoyment/Fulﬁllment	  (n	  =	  185) 43%	  (43) 76%	  (142)
Skill	  Enhancement	  (n	  =	  62) 39%	  (39) 12%	  (23)
Extrinsic	  Goal	  (n=17) 9%	  (9) 4%	  (8)
Other	  (n	  =	  12) .05%	  (5) .04%	  (7)
!  
! Next, a chi-square test was used to evaluate the proportion of differences in 
Journalism students and AP Literature students response to the second open-end question: 
“This course prepares me to....”  Reasons were coded and categorized as: enhance my 
skills, to further my education, help my future career, or other.  These are provided in 
Table 16. 
 As seen in Table 16, the difference between Journalism and AP Literature students 
responses was significant, X 2 (N = 286, 3) = 40.43, p < .001.  Differences in responses 
that relate to the respective courses’ potential to help a respondent’s future career were 
also significant: Journalism (18%) and AP Literature students (1%); and to further a 
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respondent’s education: Journalism (11%) and AP Literature (37%). Both groups felt 
strongest and in similar measures that their respective courses would prepare them to 
enhance their skills. Where different levels of agreement were reported, these differences 
seem driven by education and skills oriented goals,
Table 16. “This course prepares me to...”
Stated	  Reason AP	  Literature	  (n	  =	  100) Journalism	  (n	  =186)
Enhance	  my	  skills	  (n	  =	  182) 60%	  (60) 66%	  (122)
Further	  my	  educa'on	  (n	  =	  57) 37%	  (37) 11%	  (20)
Help	  my	  future	  career	  (n	  =	  35) 1%	  (1) 18%	  (34)
Other	  (n	  =	  12) 2%	  (2) 5%	  (10)
Two-variable chi square tests were used to evaluate the proportion of differences 
in students’ responses to the survey’s “true” and “false” questions. The data provided in 
Table 17 examines a more specific range of reasons students enrolled in their respective 
courses. Journalism students were significantly more likely than AP students to  assess 
that their respective courses were in line with their personal interests ( X 2 (N = 290, 1) = 
9.64, p = .002) and their professional interests ( X 2 (N = 289, 1) = 4.53, p = .033)  
Journalism students were more likely  to have enrolled in course of study based on a 
friends recommendation (X 2 (N = 290, 1) = 8.62, p = .003), and on a family member’s 
recommendation, X 2 (N = 290, 1) = .97, p = .346). Journalism students also were more 
likely to have enrolled in course of study to improve future career prospects, X 2 (N = 
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288, 1) = 2.99, p = .083%) and to enroll in future classes like the current choice, X 2 (N = 
290, 1) = .022, p = .882.  
In contrast, Journalism students were significantly less likely to take the class 
because it was required (X 2 (N = 290, 1) = 10.55, p = .001). They were also less likely 
than AP Literature students (100%) to assess that their respective courses would look 
good on their transcripts to prospective colleges, X 2 (N = 289, 1) = 5.39, p = .020. 
Journalism students were less likely to have enrolled in course of study based on a 
teacher’s recommendation (X 2 (N = 288, 1) = 19.54, p < .00), to have enrolled in the 
course of study based on a guidance counselor’s recommendation, (X 2 (N = 288, 1) = 
19.54, p < .001) . For the remaining statements, no significant differences between the 
two groups were seen. 
Table 17. Chi Square Analysis -- AP Literature versus Journalism - True/False Questions 
AP	  Literature	  (%,	  n)	   Journalism	  (%,	  n)
Item TRUE FALSE TRUE FALSE
This	  course	  is	  required	  for	  me	  to	  graduate.	  (n=290) 16%	  (16) 84%	  (84) 5%	  (9) 95%	  (181)
This	  course	  will	  be	  useful	  to	  me	  in	  my	  future	  course	  
work.	  (n=290)
93%	  (93) 7%	  (7%) 93%	  (171) 7%	  (13)
This	  course	  is	  in	  line	  with	  my	  academic	  interests.	  
(n=288)
85%	  (85) 15%	  (15) 86%	  (162) 14%	  (26)
This	  course	  is	  in	  line	  with	  my	  personal	  interests.	  (n=	  
290)
82%	  (82) 18%	  (18) 93%	  (178) 7%	  (12)
This	  course	  is	  in	  line	  with	  my	  professional	  interests.	  
(n=289)
44%	  (44) 56%	  (56) 57%	  (108) 43%	  (81)
This	  course	  will	  look	  good	  on	  my	  transcript	  to	  
prospec've	  colleges.	  (n	  =	  289)
100%	  (99) 0%	  (0) 94%	  (180) 6%	  (10)
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I	  enrolled	  in	  this	  course	  of	  study	  based	  on	  a	  friend’s	  
recommenda'on.	  (n	  =	  290)
29%	  (29) 71%	  (71) 47%	  (89) 53%	  (101)
I	  enrolled	  in	  this	  course	  of	  study	  based	  on	  a	  family	  
member’s	  recommenda'on.	  (n	  =	  290)
26%	  (26) 74%	  	  (74) 32%	  (60) 68%	  (130)
I	  enrolled	  in	  this	  course	  of	  study	  based	  on	  a	  
teacher’s	  recommenda'on.	  (n	  =	  288)
54%	  (54) 46%	  (45) 28%	  (53) 62%	  (136)
I	  enrolled	  in	  this	  course	  of	  study	  based	  on	  a	  
guidance	  counselor’s	  recommenda'on.	  (n	  =	  287)
24%	  (24) 76%	  (75) 7%	  (14) 93%	  (174)
I	  enrolled	  because	  courses	  like	  this	  will	  improve	  my	  
future	  career	  prospects.	  (n	  =288)
63%	  (63) 37%	  (37) 72%	  (137) 28%	  (51)
I	  enrolled	  because	  this	  course	  ﬁt	  my	  schedule.	  (n	  =	  
290)
41%	  (41) 59%	  (59) 37%	  (70) 64%	  (120)
As	  I	  further	  my	  educa'on,	  it’s	  likely	  I’ll	  take	  more	  
classes	  like	  this.	  (n	  =	  290)
88%	  (88) 17%	  (17) 84%	  (159) 12%	  (31)
This	  course	  is	  structured	  around	  teamwork.	  (290) 25%	  (25) 75%	  (75) 83%	  (158) 17%	  (32)
The	  work	  we	  do	  in	  this	  course	  is	  published. 6% 94% 93% 7%
!
 A two-variable chi-square test was used to evaluate the proportion of difference in 
how many hours each week journalism students and AP Literature students estimated 
they spent engaged in activities related to their chosen course of study outside of class.  
As seen in Table 18, there was no significant statistical difference between the amount of 
outside hours X 2 (N = 290, 3) = 2.15, p = .542.
Table 18. Hours Spent on Course-related Work Outside of Class time
Time AP	  Literature	  (n	  =	  100) Journalism	  (n	  =	  190)
1-­‐2	  hours	  (n	  =	  118) 38%	  (38) 42%	  (80)
3-­‐4	  hours	  (n	  =	  116) 45%	  (45) 37%	  (71)
5-­‐6	  hours	  (n	  =	  39) 13%	  (13) 14%	  (26)
More	  than	  7	  hours	  (n	  =17) 4%	  (4) 0.7%	  (13)
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   The data indicate that student enroll in journalism primarily for enjoyment and 
fulfillment, and they believe that the courses will enhance their skills.  
 Summary
 This chapter provided the results from statistical test used to examine the three 
quantitative research questions. Findings related to Research Question 1 revealed that 
social-situated learning, intrinsic motivation, and skill enhancement were rated higher by 
journalism students than by non-journalism students, after controlling for school and 
student demographics (community type, class-standing, or socioeconomic status). 
Findings related to Research Question 2 indicated that journalism students report 
significantly higher levels of personal growth and sense of self than non-journalism 
students. Finally, findings related to Research Question 3 revealed that the journalism 
students enroll seeking personal fulfillment over extrinsic rewards.
  The next chapter presents the qualitative data and findings.
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CHAPTER VII
QUALITATIVE RESULTS: HIGH SCHOOL JOURNALISM AND 
NEGOTIATING IDENTITY 
  
 This chapter starts with a brief overview of contextual background information for 
the presentation of the results of the research questions that pertain to qualitative analysis 
of field research conducted for this study between September 2009 and March 2012 at 
Palo Alto High School, in Northern California. This chapter concludes with a discussion 
of the matters of situated-learning and “best practices” in journalism pedagogy, which 
may hold insights for other academic disciplines. 
 Restated here, the two qualitative questions presented at the end of chapter 4 seek 
to further explore journalism pedagogy’s potential to affect intrinsic motivation and 
identity construction among students. The questions are: R4 - Does situated-learning 
through journalism instruction support autonomy, competency, and relatedness in 
observable ways? If so, in what ways?; R5 - Does situated-learning through participation 
with campus publications affect students’ sense of self, and their sense of group identity? 
If it does, in what ways?
 Ways in which students construct their identities are central to this study. As 
noted, adolescence is a critical developmental period, when students develop and define a 
sense of self, as well as their role in group affiliations (Branscombe & Wann, 1994; 
Liebkind, 1983). Palo Alto High School’s student composition is representative of 
significant shifts in U.S. demography and culture, which were discussed in chapters two 
and three. 
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Background 
 The city of Palo Alto has approximately 64,400 residents: 64.2% white,1.9% 
African American, 0.2% Native American, 27.1 % Asian, 0.2% Pacific-Islander, 4.65% 
Hispanic or Latino, 4.2% from two or more races, and 6.2% other. In 2010, Palo Alto 
ranked as the second most expensive city in the United States, with home prices 
averaging $1.48 million (U.S. Census, 2010). 
  As previously noted, the neighboring community of East Palo Alto is 
substantially less advantaged. Despite the name “East” Palo Alto, the city is due north of 
Palo Alto and is its own incorporated community. The two cities are separated by the 
Bayshore Freeway (EPA.net, 2007).  East Palo Alto has approximately 28,200 residents: 
64.5% Hispanic or Latino, 28.8% white, 16.7% African American, 7.5% Pacific-Islander, 
3.8 % Asian, 0.4% Native American, 4.8% from two or more races, and 38% other. East 
Palo Alto’s African American population has decreased from approximately 50% since 
1990 (Census, 2010).  Of the Pacific Islander population, many are Tongans with some 
Samoan and Fijians. Since East Palo Alto’s own high school was closed in 1976, the 
community’s students have been bussed to schools in surrounding affluent towns, 
including Menlo Park, Atherton, Woodside, and Palo Alto. While Palo Alto High ranks 
highest for academic performance in the area, neighborhood boundaries within East Palo 
Alto determine where students will be assigned. However, a 1986 court mandate, 
intending to reduce segregation within the region, allows East Palo Alto parents to enter 
the children’s names into a lottery at kindergarten-age to gain admittance to preferred 
schools (San Mateo County Office of Education, 2012).
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 Chart 1 below shows how Palo Alto High School’s student population reflects the 
communities it serves. While East Palo Alto has a significantly high Hispanic/Latino 
population (64.5%), they represent only 10% of Palo Alto High’s student body. In 
contrast, Asian students represent a substantial portion of the student body (21%). It is 
also important to note that East Palo Alto’s African American population has decreased 
by approximately 50% since 1990 (Census, 2010). Currently, only 4% of Palo Alto High 
School’s students are reported as being African American. Also, key to this study are the 
numbers of students who self-identify as “other.”  This indicates how the school’s 
demographics are transitioning, much like the rest of the nation.!  
Figure 3. Palo Alto, East Palo Alto, and Palo Alto High Populations Compared
Key to Figure 3. Palo Alto, East Palo Alto, and Palo Alto High Populations Compared
Location White Hispanic/
Latino
African 
American
Asian` Pacific.
Islander
Native
 American
2 or More Other
Palo Alto 64.0% 4.7% 1.9% 27.1% 0.2% 0.0% 4.2% 6.2%
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East Palo Alto 28.8% 64.5% 16.7% 3.8% 7.5% 4.0% 4.8% 38.0%
Palo Alto High 
School
57.0% 10.0% 0.4% 21.0%  Included in 
Other
Included 
in Other
Included 
in Other
8.0%
 School Setting
 Palo Alto High School is located in the heart of the Silicon Valley, in Northern 
California, directly across the road from Stanford University. Founded in 1898, it is one 
of the oldest high schools in the region. It is also recognized for its academic excellence 
and rigor. The school’s exterior façade resembles an old Spanish mission.  In many ways, 
this could be any American high school. The facilities are far from what one might 
expect, given the community’s wealth. Portable classrooms are scattered amongst the 
historic buildings. “Paly” sweatshirts, pull overs, and blue jeans are the unofficial dress 
code for students.
 Esther Wojcicki steers the school’s award-winning media arts program.  Just 19 
students were participating when she took over in 1984. Today, nearly 500 students are 
engaged in journalism and media production. Students are directly accountable for 
managing the day-to-day operations of seven media entities, including a printed 
newspaper, an online news publication, a yearbook, three magazines and a daily 
television newscast.  Wojcicki credits the program’s success to their learner-centered 
pedagogical philosophy.  Faculty members advise from the sidelines. Students spend their 
sophomore and junior years proving journalistic proficiencies to their peers and 
instructors before earning one of the coveted management positions.
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 Data and Analysis
 To put the results of the two research questions in context, it is important to be 
able to visualize the physical space and the relationship between the teacher and students 
in that space. Wojcicki’s portable classroom walls are lined with scholastic journalism’s 
highest honors. Gold Crowns and Pacemakers are wedged between movie posters from 
1980s blockbusters and bulging file cabinets. Students began calling her 
“Woj" (pronounced like lodge) years ago, after one of them decided Wojcicki was too 
difficult to say –– and the nickname stuck. In this selection from the interview transcripts, 
Wojcicki recalled when she realized, back in 1984, her students were uninspired by 
traditional teaching methods previously in place.  Prior methods emphasized 
memorization and multiple choice quizzes rather than situated-learning: 
“They were kind of bored to tears, but then I was. It was really 
bad... And then I just made a decision...either I was going to 
have to quit or I was going to have to throw out the textbook... 
So I threw out the textbook... There was no money for a new 
textbook. So I just brought in real newspapers... I wanted to 
train them to write for the real press...and kids liked it. “
 Wojcicki introduces freshmen and sophomores to the identity of “journalist” by 
inviting them to try it on. One of her regular practices is passing out several different 
newspapers around and having students take turns reading how competing journalists 
covered the same story. Students are asked to compare strengths and weakness between 
120
the writers, and to reflect on how they might have written the story had it been their 
assignment.  
 In the passage above, and throughout our interviews, Wojcicki was at ease in 
expressing views that can be considered controversial, and “against the grain,” given 
recent trends in U.S. education policies which valorize “standards” and quantitative 
assessment.  She freely articulated her disdain for pedagogical practices that require 
students to memorize facts, and to evaluating student achievement with standard exams.  
Popkewitz and Brennan (1998) reference Foucault’s argument in Discipline and 
Punishment (1979) that “the invention of the ‘examination’ allowed for the ‘calculable’ 
person to be developed and thus the particular form of power/knowledge relations 
characteristic of the modern period.” (Popkewitz & Brennan, 1998, p 22) Wojcicki asserts 
that these traditional methods fail to engage students and don’t encourage critical 
thinking. 
  Wojcicki believes that sharing power in the classroom directly affects students’ 
ability to think critically: 
I don’t believe that I really know everything....and so my 
attitude with kids is that we’re in this to learn together...and 
so might know a little bit more than you at the moment. But 
if I show you something and if it turns out that you know 
more, well you get to teach me. Not only that, you get to 
teach each other...  Journalism is really a way for kids in the 
21st century to really get a chance to think.
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 Campanile is Paly’s printed newspaper –– a century old staple within the 
community; and it is published every four weeks.  A total of seventy-five students are 
enrolled in the class, and it is not uncommon to find fifty to sixty of them at work in one 
of the school’s computer labs as late as 9 p.m. on any production weeknight. This early 
December Tuesday night is no different. Opened pizza boxes and canned sodas are 
scattered about as editors hover over staff writers –– anxious to make a deadline that is 
two days away.  Earnest young writers are seated in front of shiny new iMac desktops. 
 Bill is Asian and section editor for the paper. He is wearing black plastic-rimmed 
glasses, a black t-shirt, and a red baseball cap –– which is turned backwards. Autonomy, 
competence, and relatedness are demonstrated in his comments about the social-situated 
structure of the program. He explains what drives the staff members to stay late, night 
after night: 
The fact they we’re all in it together.... Rather than learning 
from a single source like the teacher. It’s more like we’re 
learning from each other’s experiences which is really 
awesome because it’s really the only time where I’ve felt like 
I have had real responsibility.  Not just to myself, or to a 
teacher, or to my parents, but to the newspaper as a whole.
 Deci and Ryan (1985, 2000) assert that a strong sense of relatedness between 
group members supports autonomy. In an earlier interview, Esther Wojcicki addressed 
why she believes the students demonstrate such a high level of commitment:
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These kids are not going to school to see me, okay. I’m 
sorry to tell the teachers that. They’re coming to school to 
see their peers, and it’s really important for them to feel like 
they are connected to their peers. They feel like they’re 
connected to the program, and they’re connected to each 
other.
  Wojcicki is asserting that fulfillment comes from working in concert with 
mutually supportive peers. These experiences are not about grades, parents, nor teachers.  
 Bill shared further about significance of having his work published:
The fact that it’s being read, and, not judged, but being read 
with a critical eye by your peers, I wouldn’t call it pressure 
-- but you want to make a better impression especially 
among your peers. You don’t want your peers to think that 
you’re not capable. You don’t want to let them down. So 
you try your best not to write a bad story.
 The choice to subject one’s work to public scrutiny requires courage. Bill appears 
to seek validation from his peers. Desire of approval is an extrinsic motivator. Yet, 
arguably, Bill is operating at a higher end of the spectrum. He fully endorses his actions, 
with a visible sense of enthusiasm.  His diligence is a matter of choice.  However, Bill is 
conflicted about the construction of his personal identity. His demeanor turns solemn 
when he speaks about the pressures of being Asian:
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It’s just a little irritating. I mean there are definitely some 
Asian cliques... I just chose not to be part of it...I think 
parents have a lot of influence on that. Like my parents, 
they’re very strict about grades and stuff. But compared to 
a lot of parents I’ve seen, they’re pretty liberal. But just like 
this first generation born here –– Asian immigrant wave –– 
that creates this huge clique thing. This whole race for 
college. I definitely feel a hint of disappointment 
sometimes, just as I’m not like the perfect student.
 While students take the lead in the journalistic pedagogical model, the program is 
not a “free-for-all.” To the contrary, it is highly structured. Each of Palo Alto High’s 
seven publications has an editorial team composed of six seniors who manage the day-to-
day operations. In terms of social-situated learning, part of the program’s success is its 
scaffolding approach to student leadership, which has seniors train juniors, who in turn 
train sophomores and freshmen. Mid-spring each year, juniors have an opportunity to 
begin a four to five week process that may land them a management position. 
 The process is an arduous ritual, facilitated by the current student editors. 
Hopefuls must prove their ability to perform well under pressure, through timed editing 
drills and public demonstrations of leadership. Candidates prepare professional 
portfolios, and must stand before their peers to make their case.  Several of its “baton 
passing” rituals were not shared with the researcher because they are shrouded in secrecy. 
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The editorial team was only willing to reveal that new finalists take part in a private 
weekend retreat.  
 A few students reluctantly talked about a game they play called “hot seat.” 
Reminiscent of “Truth or Dare,” students sit in circle and pose questions to one another 
that must be answered truthfully, no matter how personal. Several students asserted that 
members of their generation were likely to have a more liberal view on notions of privacy  
than their parents, largely due to Facebook and Twitter. Bill noted:
 If you do something embarrassing people are going to know 
about it and they are going to rag on you, for sure. And 
Facebook, if it doesn’t reveal those things, it makes the process 
of it becoming public a lot faster. It’s a lot more instantaneous.
 Against a backdrop of social media, the rituals serve to cement a bond between 
publication staff members. Becoming an editor is a rigorous rite of passage with an 
uncertain end. Finalists receive a long-awaited phone call, the Sunday before the Monday 
morning official announcement of the results. Kirah was among those chosen in June 
2011, to become a Campanile editor the following year. She has a fair-complexion and 
long wavy hair. Kirah jumped up with enthusiasm when her name was announced: “I 
think I am this newspaper’s first black editor!” Later she shared about the complexities of 
negotiating her personal identity versus her various group identities:
Yes, I’m a quarter African American. That was kind of 
inappropriate but I thought it was funny. A lot of times until 
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people learn I’m quarter black they don’t believe me. But, 
I’m like who are you to judge me?  I am who I am. Even 
though affirmative action isn’t really going on anymore it 
does give me a leg up. Because my dad is half black and his 
dad was full African American, it’s nice I get to be a part of 
that.
 Other students of color have doubts about the merits of pursuing journalism. 
Tremaine is biracial and is dressed in casual attire. He is preparing for his senior year at 
Paly and explained why he doesn’t actively participate in the journalism program:
It’s not seen as cool. It’s not something that minority 
students do... I think it’s not seen as a successful career 
path for people of color... You don’t really see a ton of 
successful black journalists that are in your face.
 Tremaine has embraced his African American heritage and leads Palo Alto High’s 
Unity Club, a student organization committed to bridging cultural differences. One race-
related incident at a campus basketball game led him to make a public statement in the 
Viking sports magazine. The publication’s cover story reported that after one of Paly’s 
Caucasian players dunked the ball, a large block of seniors chanted “He’s-a-white-guy! 
He’s-a-white-guy!”  The chant was directed at the junior class and two African American 
players who had failed their dunks.  The magazine’s cover featured Tremaine’s portrait 
among a multitude of other diverse students. Within the pages he stated: ‘When [people] 
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see black players, they think ‘an unintelligent player and ridiculously athletic.’ Grades are 
more important to me” (Dukovic, Lauing, & Rosati, 2011).
 Both Kirah and Tremaine assert they have had to negotiate their identities with 
peers who, in some instances, aren’t quite sure how to relate to them. While Kirah 
embraces her ascension to a leadership role on the newspaper, Tremaine is suspect of 
journalism as an appropriate career choice for students of color–– mostly due to a lack of 
role models. Yet he later saw the value of the student press, as an effective platform for 
publicly airing views about race relations.    
 Al and Lucas are twins who are about to enter their senior year. They negotiate 
their identities within a spectrum of intersectionality that transcends ethic, racial, and 
international borders. Their father immigrated to the U.S. from Guyana, South America, 
at age 13; and their mother’s parents are Jamaican. While Al wears his hair shortly 
trimmed, Lucas wears dreadlocks.  Lucas talked about his sense of his own identity:
I’m not just African American. I’m African, Jamaican, 
and American, so things are different. My sister doesn’t 
believe that she’s clearly black. She believes she’s a 
mixture of things.
 Al is one of the rotating anchors on “InFocus,” the school’s daily newscast –– and 
disagrees about whether students of color should pursue journalism:
I definitely wanted to be a journalist, because I took 
beginning journalism last year as a sophomore, and I was 
definitely inspired to join at least one of the journalism 
classes that Paly has.  So I decided on InFocus. Because 
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my sister was an executive director of “InFocus” two 
years ago.
 Numerous students interviewed, from a variety of backgrounds, stated that they 
joined the journalism program on the advice of an older sibling.  Al’s brother Lucas 
participates with Viking, Paly’s sports magazine, however, not without scrutiny from 
other students of color.  “Whitewashed” is the pejorative label the two brothers have had 
to ward off. Lucas stated:
I certainly deal with a lot of the ‘whitewash,’ thing at 
Paly, because most of my friends, well not most my 
friends, but I have a lot of friends who are white, and 
have a lot of friends who are black also. And so you kind 
of have to build a balance because there’s a pretty big 
division between black and white... There are people who 
eat lunch on one side of the quad and people who eat 
lunch on the other side. People who eat lunch on one side 
are on publications and the people who eat lunch on the 
other side aren’t.
 Students are clearly challenged by the complexities that come with having 
numerous identity affiliations. Group expectations can conflict with one’s sense of self –– 
and an unwillingness to conform can carry the consequences Lucas articulated. 
 Ellen Austin teaches journalism, and advises both “InFocus” and Viking at Paly.  
She received the California Journalism Education Coalition’s 2011 Journalism Educator 
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of the Year Award, and she serves as the Journalism Education Association’s (JEA) 
Southwest region director. Students of color have told her:
Ms. Austin, I would be in that class but it’s ‘snowing in 
there’ –– it’s so white. You’re not going to be able to 
change the core culture -- you have to do it in alternate 
ways.
 The East Palo Alto Summer Program 
 Concerned that their publication staffs weren’t sufficiently reflecting the diversity 
of their student body, several of Palo Alto’s journalism faculty members embarked on an 
unorthodox “alternate way.”  Austin’s colleague Paul Kandell launched a beginning 
journalism summer program at neighboring East Palo Alto’s Boys and Girls Club. Now in 
its third year, the program’s objective is to ease diverse student populations into the 
practice of journalism by offering structured news gathering experiences within their own 
neighborhood.
 The setting is distinctively different. Palo Alto High School’s campus is in 
walking distance of boutiques, high-end retailers, and fine restaurants. In contrast, East 
Palo Alto’s streets are lined with distressed properties and small family-run businesses, 
many of which are protected by iron security bars.  Other than an IKEA, a Best Buy, and 
several fast food chains, there are few recognizable brand-name establishments.
 While Kandell and Austin might otherwise spend their summers vacationing, they 
commit a good part of it to running the summer program.  The 12 participating students 
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receive three weeks of basic journalism instruction before being assigned to three weeks 
of internships where they apply their new skills. Time is split between East Palo Alto 
Today, a bimonthly community newspaper and online website and the Midpenninsula 
Media Center, which is the Palo Alto area’s public access cable facility. Students are paid 
$600 stipend, subsidized by private grants. 
 East Palo Alto Today publishes print editions and updates its website from an 
unmarked building, just within the city limits. A miss-match of desks are filled by closely 
quartered part-time student workers who make use of limited resources. The desktop 
computers are distinctively older than the shiny new iMacs students use at Palo Alto 
High. Most of the students present weren’t aware of East Palo Alto Today before joining 
the summer program. Elena is Latina, lives in East Palo Alto, and is a sophomore at Palo 
Alto High. As an example of the significance of race and ethnicity she shared her 
thoughts about group identity:
Because we stay in our own little cliques -- that is 
how racism is created.
 Ceci is Latina, an East Palo Alto resident, and in the summer program. She is a 
sophomore at Palo Alto High, and see’s a journalism career in her future: 
I find it really appealing, just because its kind a front 
row to history in the process -- and I find that very 
intriguing.
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Bringing It Back to “Paly”
 While students express enthusiasm about the summer program, they may still face 
challenges to continuing in journalism on campus during fall.  Transportation issues can 
prohibit East Palo Alto students from participating on a school publication staff during 
the academic year. Many of the students must catch a scheduled bus, which prevents 
them from taking part in after school news gathering and editorial work. 
 Paul Kandell explained how these issues affect minority participation within Palo 
Alto High’s student publications:
They may be the only student from EPA on the staff. They 
might be younger than everyone else on the staff. So, no 
pre-established friends, no one who looks like them on the 
staff, so no natural companions, if you will.
  Kandell has received several honors.  In 2009, he was named Dow Jones News 
Fund National Journalism Teacher of theYear. Despite his accolades, Kandell is cautious 
about being perceived as a “white knight,” a pejorative term often used to describe 
someone who sets out to rescue groups of people who can’t help themselves.  In contrast, 
the summer program seeks to show East Palo Alto students the value of journalism and 
knowledge that originates within their own community. Overall, Kandell is pleased with 
the programs results:
They are small numbers but considering the numbers in 
the program, and to have 5 or 6 from Paly...and 
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watching them succeed is pretty cool. This is our best 
year yet, in terms of numbers from Paly.
 Davaughn is African American and is entering her senior year at Paly. She is 
committed to enhancing her academic skills and is one of the East Palo Alto summer 
program’s success stories:
I used to think journalism was just writing. I liked 
writing but I wasn’t the best writer. But taking 
beginning journalism over the summer helped me 
improve my writing a lot. So, just having the 
opportunity to do “InFocus” is really fun.
 Matters of diversity can arise in many forms. Although Palo Alto High is located 
in the “progressive” San Francisco Bay area, Kandell says the campus publications 
encourage oppositional opinions, including conservatism:
I have to say that it would take a certain amount of 
bravery and courage in some cases because what they 
write is so public... Even at the other end of things, if a 
student wants to ‘come out’ as a student. I’ll ask, ‘Do 
you know what you’re doing?’ I will support your right 
to express yourself but I can’t shield you from 
consequences. Let’s try to make it as professional as 
possible.  
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 Students learn to advocate themselves, and the stories they feel strongly about. 
With a next day print deadline looming, I watch as Ben, a curly-headed features editor, 
makes his case to Mike, one of the Campanile editors-in-chief.  The issue is the wording 
of Ben’s headline for a story about Paly’s LGBTQ community. Ben’s submitted title is 
“Queer on Campus.” However, Mike is concerned that some readers, as well as people 
featured in the story may take offense at the word “Queer.” Ben acknowledges that 
historically the word has carried negative connotations –– but that it has been reclaimed 
and reconstituted by members of that community. Several staff members in the room run 
some Google searches –– only to confirm both points of view. A consensus is reached 
that the story will go to press with a revised headline, “LGBTQ on Campus.”
 Rachel is a senior and is another of Campanile’s editors-in-chief. She’s Caucasian, 
and one of numerous Paly students who have chosen to participate in “Camp 
Everytown,” a locally sponsored nonprofit initiative that takes students on 3-day 
adventures in the Santa Cruz mountains.  The camp seeks to provide a safe space for 
discussion of issues related to race and gender.  Rachel says she found the experience 
immensely valuable, and sees changes occurring on Paly’s campus.
This is the first year we’ve had five girls and one boy 
on the editorial staff -- and I don’t think that’s ever 
happened. They didn’t choose people because of their 
gender ––they chose based on who was most 
qualified... The girl editors are by far the bossiest. 
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Maybe just at Paly, the girls are ‘sassy’ and willing to 
stand up for themselves.
 Kirah, one of the incoming Campanile editors who spoke earlier, shared about the 
sense of strength she feels from participating in Paly’s journalism program:
I used to be really shy and really introverted. Now 
I’m really extroverted and I like to go out of my way 
to meet people. Power kind of affirms that people will 
listen to me and that they do care about what I say 
and I think that helps because it lets me know that I 
can do this.
 Ellen Austin summed up how having a “voice” on a publication can affect 
students:
The empowerment for a 16, 17, 18-year-old is 
profound.  There is an aha moment, not just as a 
journalist but as a citizen, that is transformative.
 Participation in the program adds yet another identity for students to assume –– 
that of journalist. Due to the prominence of the program and the level of commitment it 
demands from students, becoming an editor is considered to be a badge of honor. It is 
also a role that requires civic engagement. Samara is a senior and serves as one of the 
editors of Paly Voice, the students’ online news publication. She elaborated about the 
importance of being well-informed:
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There’s no way you can call yourself a journalist and 
not know what’s going on around you, which I think 
is one of the most important parts of being a part of 
journalism.
 Samara articulates an identity position that is consistent with being a working 
journalist, not just a student of the profession. She sees herself as “being a part of 
journalism” as opposed to someone who will someday assume the role. This is consistent 
with Wenger’s (1998) construct of how identities emerge within a community of practice.  
 In term’s of situated-learning, key to Lave and Wenger’s (1991) earlier construct 
is the notion of practice as learning. Engaging students in practical hands-on learning 
isn’t merely a logical pedagogical concept, its specific intent is much more foundational. 
The objective is to introduce and have newcomers become grounded in the community’s 
fundamental practices. There is a sense “this is how we do things here.” Newcomers are 
charged with emulating practices that are “epistemologically correct” (Wenger, p.101). 
 Palo Alto’s journalism program thrives based on the high level of ownership 
participants express. Students interested in broadcast journalism are as committed as their 
peers who publish in print and on the web. In all instances, deadlines must be met and the 
standards are high. Katie is a senior and one of two executive producers who oversees 
“InFocus,” the students’ daily 5-minute newscast. She commented on the distinction 
between journalism class versus journalism publication assignments:
In a class, if you miss an assignment, you take the fall -- 
you’re not going to get a good grade. If you’re on a 
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publication and you miss a deadline or don’t produce 
your segment, you’re not only hurting yourself, but 
you’re hurting the entire publication.
 The students also cite cognitive benefits. Wes is also a senior, and he shares the 
executive producer title with Katie. He talked about how the journalism program has 
enhanced his critical thinking skills:
Paly journalism has given me the ability to think 
critically... Instead of just going into one idea, I’ll step 
backward; I’ll think of all of the different perspectives. 
I’ll think, if I’m doing an interview, how might they 
respond to this? How might someone else respond to 
this? Could I interview a parent, a student, an 
administrator for all of these different types of 
things...just in that aspect alone I’ve been able to 
develop that critical thinking ability. 
 Wes uses the phrase “step backward” metaphorically to express his critical ability 
to consider a matter from varying points of view. He describes his desire to include 
perspectives from “parents, students, and administrators in a manner that reveals no sense 
that he perceives a hierarchal difference between the three.  
 Further interviews with students provided data about the challenges. 
Unanticipated stresses can test students’ abilities in new ways. Wenger (1998) addresses 
the process of alignment that occurs among community members. This process 
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transcends time and space and creates and facilitates a personal bond between peers. 
They share a commitment to a purpose that is larger than their individual concerns. 
Students learn to rely on these close bonds in times of strife, often precipitated by an 
ethical dilemma.
 Katie shared about a matter that caused so much tension with an outer-department 
faculty member, she wasn’t sure it was appropriate to talk about it publicly. Austin, who 
is one of the “InFocus” team’s advisors, signaled that is was okay. The matter occurred 
earlier in the semester and involved students’ discovering and videotaping a small fire. A 
conflict ensued about what to do with the footage:
I’m not sure if you remember, there was a horrible 
smell over in the English department. Our staff went 
over to investigate and found out that there was a fire 
in a trash basket. We filmed it and were going to put it 
on the air that day. And the teacher came out and was 
really angry and frustrated with us for covering it. She 
said we would really get in trouble if we put it on the 
air. Wes (the fellow student executive) and I really 
had to decide if it was worth it. It didn’t seem worth 
the amount of stress it was causing, so we ultimately 
decided not to air it.
 Katie noted that the immediacy of the broadcast medium adds an extra layer of 
responsibility:
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With the printed publications, you have a choice 
whether you read it -- but with InFocus, we broadcast 
to the entire school and we’re live. So, we have to 
really be careful with what we say and what we film. 
Sometimes the staff will put on things they think are 
funny, but we have to consider the larger picture.
 A high school’s campus environment isn’t synonymous with the outside world. 
Layers of relatedness are multifaceted. Palo Alto’s journalism students are a community 
within a larger close-knit community of students, faculty and administrators. Therefore, 
above and beyond their personal and journalistic identities, they also share the school’s 
identity. Schools must answer to their district administrators, as well as the greater 
community at large.
 The fact remains that high school students are minors, and a staff of adults is 
responsible for their welfare. However, as previously stated, scholastic press laws in the 
state of California provide students with press freedoms that, for the most part, are 
unregulated. In fact, the law shields students but not their advisors. Consequently, in most 
instances, California journalism advisors give their students editorial authority (Student 
Press Law Center, 2012).
 Rachel is one of the Campanile newspaper’s six editors-in-chief. She spoke about 
the added ethical considerations that come with covering stories involving fellow 
students:
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We had an interview recently where afterwards, 
someone felt very uncomfortable about what they had 
said, and basically wanted to take it back. They didn’t 
want it published. In that case, we figured it wasn’t an 
important enough story to leave in. But you have to 
judge each situation as it comes.
 These comments underscore the tensions that can arise for students with 
inevitable intersecting identities. Journalists are trained to remain objective and to make 
news public and yet discretion and compassion are valued among friends. Within a small 
campus environment these commitments can collide.  
 On occasion stories surface that are likely to shock the community; requiring the 
highest level of sensitivity. Nothing can quite prepare student journalists for when a 
fellow student commits suicide. Such was the case during fall semester 2010, when a 
student took her own life following a romantic break up. Other instances have been tied 
to competitive pressures, which can run high in an academic setting where many families 
aspire to have their sons and daughters enter the Ivy League. Consequently, high schools 
in the mid-peninsula area have experienced a high number of student suicides in recent 
years, causing journalistic concerns about how to respond. Some administrators and 
faculty members believe the publications should not report on student suicides, fearing 
the coverage may spark copycat incidents.
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 Ellen Austin spoke privately about how the student publications address these 
tragedies: 
Each publication staff has a written policy about how 
we will cover the death of a student or faculty 
member. In most of our publications the agreement is 
that you cover the life of the student, not the 
circumstance of the death.
 Austin reflected on an incident involving two student deaths that occurred earlier 
in her teaching career, at a high school in the Midwest. One student drowned and within 
weeks a second student committed suicide. Several of that school paper’s editors argued 
against covering the stories. However, Austin noted that the second student reportedly 
took his life because he felt alienated. She recalls her response during the editorial 
meeting:
So you’re saying that a boy who feels marginalized in his 
community; a boy who feels that no one knew who he was. If 
you don’t mention his name in his school newspaper; if you 
don’t cover his life... Someone could take it, whose looking at 
the paper, that ‘you’ weren’t important. That even by dying you 
can’t make it into the pages of the newspaper. That’s where I 
begin and stop on this conversation. Our lives matter. Our kid’s 
140
lives matter so much. To not be able to mention that is 
unbearable for me, perhaps unconscionable.
 One intent of this research was to explore how journalism program like Palo Alto 
High School’s might benefit a broader base of students in diverse communities across the 
nation. On the last day of my work there, I was introduced to a new substitute English 
teacher who offered a unique perspective on the issue of inequities in education. Craig 
Berk taught a distinctly different community of students as a full-time high school 
English teacher for 17 years in Whittier, California. Getting through a week in Whittier 
was often contingent on how effective administrators were at separating rival gangs. 
 Berk said that students who demonstrated academic prowess in Whittier risked 
being ostracized by some of the tougher students, who were mostly embarrassed that 
peers might discover their inability to read.  He reflected on how certain students 
intimidated others:
You did not want to be called a ‘school boy’ in 
certain neighborhoods -- because that was how 
you would get beaten up.
 Yet, Berk developed a reputation for being able to connect –– and produce results 
with the more difficult students that others had written off. In the spirit of Paulo Freire, he 
established a bond with his students built on trust –– and softened several of the hardest 
pupils that were thought to be unreachable.  However, in time, the stress began to get to 
him. Berk had long fantasized about quitting his teaching job and heading off to New 
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Zealand. After realizing that the immigration process could take more than a year, he 
decided to explore Northern, California. A chance meeting with Esther Wojcicki led to 
substitute teaching assignments at Palo Alto High. Berk noted a number of highly 
relevant issues that make his former and present work experiences worlds apart: 
 1). Electives. A common policy of “social promotion” advances students to higher 
grade levels who have not demonstrated proficiency at essential skills in grade school. By 
the time students in Whittier reached Berk’s high school classroom, many were so far 
behind in language arts that they were required to take two or three remedial courses. 
These were makeup classes that might otherwise allow space in their schedules for 
courses like journalism. In contrast, most of the students he encounters at Paly are 
working ahead of grade level. In fact, he admits that many challenge him. Electives, at 
schools like Palo Alto, allow students to explore new genres of reading, writing, and 
learning. 
 2). Relevance/Meaning. Berk notes that it wasn’t that his former students could 
not learn. Rather, they were not being engaged in a manner that showed them that school 
was relevant. Many came from families that were doing their best just to get by. What 
many would consider to be great works of literature, weren’t presented to students in 
ways that were in synch with their everyday concerns. 
 3). Pedagogical Approach. Much like Freire, Berk showed his Whittier students 
they were not deficient or unable to learn. He discovered they knew more than they 
believed. He initiated a practice of having students bring two copies of their written 
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assignments to class, one of which they would hand to a peer. Students would read their 
assigned partner’s paper aloud, while the author listened and made notations with a 
highlight marker. Berk discovered that his students could hear when sentences sounded 
awkward or when the grammar was off the mark. Through these paired learning 
exercises, students were able to correct many of the paper’s egregious errors before they 
reached his desk. It is an approach he still uses at Palo Alto High.  
 Berk is echoing the dictums of Elbow (1973) and Routman (2005), who firmly 
believe in the efficacy of public sharing in teaching students to write. His approach is 
consistent with the social learning theories and practice examined throughout this study 
(Lave & Wenger, 1991; Wenger, 1998; Vygotsky, 1987). In the same way Wojcicki has 
her freshmen students read and dissect newspaper articles aloud –– something appears to 
resonate with students who have a chance to hear their own words.
  Journalism is an unfamiliar discipline for Berk. However, in his short time 
subbing for Wojcicki he has a sense about its potential:
They’re interested because they can speak about things that 
are interesting to them. They do articles about their friends, 
about issues in their lives -- issues in their community. 
They’re putting it out there for people to read -- and they’re 
getting feedback...as opposed to just doing an analysis of a 
400-year-old story. 
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 My final question for Berk was if he thought a journalism program would make a 
difference for his former Whittier students?
Regardless of the school, I think if we could bring 
writing into the classroom, where they can learn a 
structure and use it to express ideas, and use it to find 
some value in what they did...and get some feedback 
from what ‘I’ve’ created -- that might be something that 
could draw them into doing more writing. But, how do 
you evaluate that to the state standards and tests? That’s 
the disconnect.
Discussion
  Palo Alto High students have much to say about social-situated learning and 
asserting their identities, as individuals and through group affiliations. While individuals 
don’t choose the families or communities they are born into, they can face complex 
choices as part of becoming adults. They must figure out how to “fit in” and where they 
“belong” (Coleman, 1974; Steinberg & Silverberg, 1986).  As cited, some psychologists 
assert these tensions can adversely affect one’s sense of vitality and well-being, if they 
remain unresolved (Weinstein & Hodgins, 2009). 
 While these students live in one of the most progressive settings in America, they 
are still confronted with issues surrounding race and ethnicity. Civil rights battles of the 
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60s and 70s centered on providing people with equal access to education –– and yet, in 
the instances cited, some students self-select to remain apart. At Palo Alto High, campus 
publications provide students with a forum to ease these tensions.
  Written expressions, which subsequently are published in student-run media 
outlets and seen by peers and the community, seem to provide students with a meaningful 
platform to make sense of news that affects them, and to express their views. Scholastic 
publications can provide students with a “voice,” and the sense that their journalistic 
contributions make a difference –– in their lives, and in the lives of their audiences. This 
sense of empowerment has pedagogical value (Freire, 1970; McLaren & Leonard, 1993). 
Additionally, as discussed in Chapter 3, written disclosure has shown to have therapeutic 
value (Pennebaker, 1989). Following students for the span of an entire academic year, I 
witnessed numerous examples of this transformation.  Palo Alto journalism students 
demonstrate autonomy, competence, and relatedness through their participation in the 
program. Autonomy, in that much of their work is self-directed or endorsed; competence, 
in that they are experiencing new gains and levels of accomplishment; and relatedness, 
through the bonds they share with other student staff members and teachers. While some 
students of color embrace the concept of assimilation, others are threatened by the idea 
and prefer to stay close to what is familiar.  
    This qualitative investigation of student journalists’ lived experiences intends to 
provide useful insights and inspire further investigation. Craig Berk addressed how these 
outcomes might prove effective in less-privileged communities. This subject is revisited 
in the final chapter. 
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CHAPTER VIII
IMPLICATIONS AND CONCLUSIONS
 
 This final chapter begins by briefly revisiting the intent of the study. Within that 
context, the chapter summarizes and assesses the quantitative and qualitative findings. 
Further, it looks at that study’s limitations and discusses opportunities for further 
research. The chapter ends with a call for praxis, as well as reflexions on this 
investigation. 
Revisiting the Intent of the Study
 The purpose of this study was to address ongoing challenges in American 
education that relate to student engagement, retention, and achievement. The intent was 
to examine current high school language arts pedagogical practices, and to explore 
journalism’s potential to make a broader and more positive difference in the overall 
learning process –– in previously unconsidered ways.
 Situated-learning (Lave & Wenger, 1991), through building communities of 
practice (Wenger, 1995) and Self-determination Theory (Deci & Ryan, 1985, 2000) 
provided appropriate theoretical lenses for further investigation of what I observed. It was 
obvious that the Palo Alto journalism program is premised on peer-to-peer learning, and 
intrinsic motivation is ever-apparent by the commitment students demonstrate and 
express when observed and interviewed. Some might speculate that the journalism 
program’s success is attributable solely to the exceptional privilege that the Palo Alto 
community with its proximity to Stanford affords. However, further field study provided 
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a broader picture. While the community is most often associated with high technology 
wealth and intellectual social capital the demographic composition of the high school is 
changing, both in ethnic and racial diversity. The quantitative study, looking at direct 
comparisons between journalism and language arts education at a number of different 
schools, including Palo Alto, allowed for additional insights and understanding into the 
areas of interest. 
  
Summary of Findings
 Quantitative
 Findings related to Research Question 1 indicated that there are statistically 
significant differences between journalism and non-journalism students in self-reported 
motivational beliefs and learning strategies, after controlling for school and student 
demographics (community type, class-standing, or socioeconomic status). Specifically, 
the MANOVA analysis revealed that social-situated learning, intrinsic motivation, and 
skill enhancement were rated higher by journalism students than by non-journalism 
students. Linear regression analysis of these three areas revealed the significant strength 
in the self-reported motivational beliefs and learning strategies of journalism students 
when compared with non-journalism students, after controlling for demographic factors. 
 Journalism students in less affluent communities report motivational beliefs and 
learning strategies that are similar to students in affluent communities. This challenges 
the notion that the success of the Palo Alto program is an anomaly. Further, class-standing 
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was a significant factor in how journalism students self-reported motivational beliefs and 
learning strategies. Seniority in a journalism program was associated with higher ratings.  
 Findings related to Research Question 2 indicate that journalism students report 
significantly higher levels of personal growth and sense of self than non-journalism 
students. Finally, findings related to Research Question 3 provided several useful 
comparisons about why students enroll in journalism, given its status as an elective.  
Intriguingly, on the open-ended responses, journalism students were far more likely than 
AP English literature students to say they enrolled in their course for enjoyment/
fulfillment.  Both journalism students and AP Literature students believe their respective 
courses will enhance their skills. However, AP Literature students were more inclined to 
enroll with that intention in mind, as compared with journalism students. Therefore, 
while skill enhancement is important to both groups, journalism students view their 
course path as a preferable way to accomplish that goal.  
 In the “true” versus “false” responses, journalism students were equally likely to 
view their course as being beneficial to future coursework as AP Literature students and 
that their respective courses were in line with their academic interests. However, 
journalism students were more likely than AP Literature students to assert that their 
course was in line with their personal interests. Both journalism and AP Literature 
students believe their respective courses will look good on their transcripts to prospective 
colleges.
 Other key findings relate to social-situated learning. Journalism students were 
significantly more likely than AP Literature students to report that their course was 
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structured around teamwork. Additionally, there is a substantial difference in the amount 
of coursework being published in journalism classes when compared with AP Literature 
classes.
 All told, the journalism students surveyed in this study are more intrinsically 
motivated to take journalism than non-journalism students who take other forms of 
language arts. While both groups believe their choices will “look good” to prospective 
colleges, journalism students seek personal fulfillment from their classes over extrinsic 
rewards.
 Qualitative
 The emphasis on personal fulfillment among journalism students revealed in the 
quantitative findings are visibly evident in the qualitative data collected at Palo Alto High 
School. While teachers and administrators at schools in other communities are often 
concerned with truancy, sixty Palo Alto students can often be found on campus as late as 
9 p.m. during a production week. This speaks to a level of passion and commitment that 
the program engenders. 
 As articulated by the students, program participants develop a strong sense of 
relatedness, which supports their autonomy and ability to achieve competency in 
completing their assignments. Students’ work in these courses is self-directed rather than 
imposed upon them as requirements. Additionally, the fact that student leaders are chosen 
by their peers creates a higher sense of ownership in the process, and a shared 
commitment to excellent results. Journalism students at Palo Alto High aren’t 
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“performing” for a grade, nor are they seeking to please their teachers and parents. 
Rather, they are wholly invested in their assignments, and in the shared meaning created 
within their communities of practice.
Implications on Theory
 This research bridged several gaps in scholarship related to language arts and 
journalism pedagogy. First the study compared motivational beliefs and learning 
strategies between journalism students and non-journalism language arts students. 
Second, it compared personal growth and sense of self between the two groups. Third, it 
compared journalism students with AP Literature students, a subset of language arts 
students that are significant given the AP program’s high curricular status and presumed 
superiority. While scholastic journalism has a lengthy history in America’s high schools, 
its academic value is considered inessential. Additionally, the study advances several 
areas of theory.
Situated-learning and Communities of Practice
 While numerous scholars have studied situated-learning (Lave & Wenger, 1991) 
and Communities of Practice (Wenger, 1998) in the workplace (Chung, 2011; Warhurst, 
2012; Cox, 2005), this study applied these theoretical constructs to journalism pedagogy 
by specifically looking at peer-to-peer mentoring within student publication staffs. 
Journalism course communities are most often structured such that the “elders” are 
seniors and juniors who establish rituals and acceptable practices for “newcomers,” who 
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are most often freshmen and sophomores. Yet all parties are still students.  This presents a 
“superior” to “subordinate” role relationship that is outside the confines of typical 
communities of practice in adult workspaces. Students reported that managing peers, who 
may also be friends, can be awkward. Social relations in their newsroom can require an 
authoritative demeanor that would be considered inappropriate in the lunchroom.  
However, they learn to navigate through initial awkwardness.
 Findings related to the peer-to-peer mentoring practices within Palo Alto High’s 
journalism program may provide insights for researchers who study the evolution of 
office management in adult workspaces. Generally, business management in Western 
countries has become less there authoritarian (Hengst & Vreede, 2005; Marshall, 1995). 
However, as noted, today’s teens are growing up with social media like Facebook where 
there are fewer expectations of privacy, and fewer formalities (Bradley, 2008). This 
generation will inherit and potentially transform the business structures and practices of 
the past. Games like “hot seat,” which are practiced by the high school’s journalism 
students, may signal further declines in management hierarchies.   
 As cited in an earlier chapter, the situated-learning pedagogical practices at Palo 
Alto High School, which emphasize student leadership, are considered among the “best 
practices” by the Journalism Education Association (JEA.org, 2012). Yet school and 
student demographic factors (community type, class-standing, or socioeconomic status) 
are often considered an impediment to implementing this teaching model. Research 
Question 1 investigated school and student demographics and revealed, through linear 
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regression analysis, that journalism students self-reported motivational beliefs and 
learning strategies that were stronger, irrespective of school and student demographics.  
 Additionally, the study investigated how student journalists may be compelled to 
negotiate multiple layers social identities, which may also intersect. Like their peers, 
students may confront matters of race, ethnicity, gender or sexuality. These matters may 
challenge one’s personal identity, in terms self-categorization (Turner, 1987; Abrams, 
Wetherell, Cochrane, Hogg & Turner, 1990), as well as one’s identity within various 
groups (Tajfel, 1978; Tajfel & Turner, 1986). Research Question 2 investigated personal 
growth and sense of self and revealed that journalism students were significantly stronger 
than their non-journalism peers in this regard. Journalism empowers students to find their 
“voice,” fosters leaderships skills, and strengthens self-confidence.   
 However, students must also consider the concerns of their peers.  As reporters, 
student journalists can also face unexpected ethical dilemmas when stories of a sensitive 
nature involve classmates –– and perhaps friends. The fact that stories are published can 
add yet another layer of complexity. As cited, it can provide students with a “voice,” and 
a public forum, at a developmentally critical period in their lives (Clark & Monserrat, 
2011; Bennett, 2008).  Yet, once published, words can expose an author or a subject to 
unforeseen consequences. These matters raise new distinctions in the study of situated-
learning and communities of practice theories. 
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Self-determination and Motivated Strategies for Learning
 There is a broad body of literature on Self-determination Theory (Deci & Ryan, 
1985, 2000). As previously cited, Deci (1971) studied college newspaper journalists and 
the affects of monetary compensation on intrinsic motivation.  However, this study 
applied Self-determination Theory to high school journalism students, and it compared 
their self-reported motivation beliefs with non-journalism high school students. More 
specifically, it also compared journalism students with AP English Literature students and 
revealed significant distinctions between the groups. This is distinct from Deci’s study, 
which focused solely on college journalists and monetary rewards.
 The study examined measures of autonomy, competency, and relatedness, as well 
as motivated strategies for learning, including task value, elaboration, and self-efficacy. It  
also developed and utilized new scales for measuring social-situated learning, intrinsic 
motivation, skill enhancement, and personal growth. While both journalism and non-
journalism students believe their choice will look good on their transcripts, journalism 
students are more inclined to enroll for the intrinsic reasons related to enjoyment and 
fulfillment. Similar to Deci (1971), this current study found that journalism students and 
more likely to intrinsically motivated, and they exhibit high indications of extrinsic 
motivation.  Their actions tend to be integrated, and they take ownership of the tasks at 
hand.
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Social Identity and Self-categorization Theories
! Several studies have investigated the significance of social identity theory and 
self-categorization theory when investigating the motivations of teens (Reynolds, Turner, 
& Haslam, 2000; Tarrant, et al., 2001). However, most were based on quantitative 
surveys. This study applied these theories to the observation of adolescents’ lived 
experience, which scholars (Tarrant, et al., 2001) assert has been a gap in the literature. 
Fieldwork at Palo Alto High School, revealed that campus publications provide a 
meaningful platform for students to negotiate issues that are relevant to their personal and 
group identities. This study also revealed that these matters have become increasingly 
complex, as distinctions about race and ethnicity become blurred by changing 
demographics.  
 Study of the East Palo Alto summer journalism program provided new insights on 
how to introduce students from diverse backgrounds to professional practices, such as 
journalism. Specifically, the summer program acknowledges the value of news that 
originates in their community, by providing internships at local publications like East 
Palo Alto Today. This is distinctly different from the common approach that places 
interns in corporate settings that can seem foreign and culturally out of synch with their 
values. This is not to suggest that situated-learning opportunities for minority students 
should be limited to what is familiar. Indeed, an element of learning is stepping outside of 
one’s comfort zone. Rather, the East Palo Alto strategy for facilitating internships can 
provide a bridge from what is familiar to what is generally considered mainstream media. 
Interns may also discover an intrinsic desire to support and make a longterm commitment 
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to the growth of local media. Such entities are often fledgling, due to a loss of local talent 
who leave to pursue higher paying corporate careers (Newkirk, 2000, 2011).
 Additionally, the East Palo Alto internship approach potentially circumvents 
instances of peer pressure that students of color may encounter on campus. Notions about 
“acting white” can be countered by providing minority students opportunities to engage 
in situated-learning that fosters pride.
 Implications for Education Practice
 This study’s findings suggest that there is a highly effective pedagogical approach 
that I call “journalistic learning.”  It is oriented in the constructionist philosophical 
traditions of Dewey and Vygotsky, which focus on experience –– and it is aligned with 
the self-reflexive values of Freire and the discursive insights of Foucault. Yet it is distinct 
from critical pedagogy, in that its orientation is not ideological. Journalistic learning, as I 
define it, has four essential elements:
• Relevance - When teachers tie curricular content to contemporary themes they 
are better able to engage students in learning. Schoolwork becomes more 
meaningful when it ceases to be conceptual and can be applied to everyday 
life.  It answers a fundamental question that many students who have “checked 
out” are inclined to ask themselves: ‘Why should I care?” When coursework is 
relevant, students learn to apply ideas to practices. It contributes to the sense-
making process.
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• Discovery - Humans are naturally inquisitive. Students who are encouraged to 
explore tend to thrive. Learning becomes less about memorizing “facts” and 
more about uncovering unknowns.  Exploration makes learning fresh and 
interesting.  
• Sharing - Critical to journalistic learning is the practice of publishing. 
Students give the gift of their perspective on life to their peers and their 
communities.  A transformation appears to occur when young people realize 
that their opinions matter, and when they have an opportunity to share in a 
public forum. Certainly, young people are actively sharing online –– through 
Facebook and platforms –– but often without guidance from trained educators. 
•  Collaboration - Journalistic learning occurs when teachers and students share 
power in the learning experience; when students are no longer thought of as 
“empty vessels” to be filled.  Rather, it occurs when they are acknowledged as 
self-determined beings with innate talents that can be nurtured. Meeting 
students “where they are” academically, and creating social-situated learning 
environments allows peers to support one another through collaborative work.
 These fundamentals can be applied in teaching numerous other disciplines. More 
emphasis on the practical uses of mathematical concepts or scientific principles would 
enrich students’ learning experiences. Exploration can replace memorization as a key 
pedagogical practice; student works can be actively shared; and spirit of collaboration can 
guide the process. 
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 It is easily assumed that changes of the nature described are idealistic and 
unrealistic, given the economic challenges that currently shape education practice and 
everyday life in the United States.
 Socioeconomic status, disparities in teacher-to-student ratios, and budget 
shortfalls should not be allowed to dictate the quality of public education.  While 
affluence is certainly a factor in the success demonstrated at Palo Alto High School, it is 
important to note that Wojcicki and her colleagues encounter many of the same issues 
that plague schools across the nation. As previously noted, 70 students crowd Wojcicki’s 
Campanile newspaper course and meet inside a prefabricated portable classroom.
 While certain U.S. communities are undeniably more privileged than others, that 
general characterization misses the fact that lives of affluence are not always idyllic. As 
discussed, pressuring children can have unintentional consequences.  Students from a 
wide range of backgrounds can face unanticipated challenges. Asian American students 
can face identity crises, as they confront expectations that they be “perfect,” as can 
biracial youths who seek to “fit” within narrow social definitions of race and ethnicity.
 Legislators and other policymakers continue their search for new ways to bridge 
the achievement gap, while teachers seek to engage students who may feel disconnected 
from classroom instruction. Most will acknowledge that situated-learning has merits. It is 
aligned with familiar pedagogical approaches that have been in and out of vogue 
throughout the history of American education, including project-based learning, 
cooperative learning, and progressive education. However, pushback often arises when 
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discussing matters of standardization, assessment, and class sizes. As the argument goes, 
it is commonly accepted that mass education requires a massive “cookie-cutter” approach 
to teaching. 
 Consequently, in many parts of the U.S., the educational experience is becoming 
more scripted (Au, 2011). Yet the real world that students will inherent doesn’t work by 
formulaic principles. There is no dress rehearsal for the complexities of life and the 
uncertainness of the future. Students who are not taught to think are likely to suffer 
severe consequences –– and, despite millions spent in legislative reform, they will be left 
behind. 
 It is easy to blame teachers. Yet most are diligent, underpaid civil servants –– 
constrained by a system that some suggest no longer values their professionalism.  
Teachers care, but often their hand are tied. Statistical facts reveal considerable hard 
truths. Over the past 15 years, teacher attrition has grown 50%. Teacher turnover is 
16.8%, and is higher than 20% in some urban communities. In some school districts the 
teacher dropout rate exceeds the student dropout rate (Kain, 2011). Yet the exodus is 
understandable, given that by many accounts public education is under-siege (Ravitch, 
2010).
 Censorship of student press in many parts of the U.S. remains another impediment 
–– not only to free speech –– but it is shown to thwart the effectiveness of journalism 
programs like the one at Palo Alto High (SPLC, 2012). Administrators who place heavy 
regulations on expression stifle creativity and the development of autonomy in students. 
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The Supreme Court’s Hazelwood vs. Kuhlmeier decision denies journalism students an 
opportunity to practice the same First Amendment rights they learn about in history and 
civics classes.
 Additionally, for journalistic learning to have a broader impact, attention must be 
placed on teacher training. Ellen Austin, the Palo Alto High journalism and English 
faculty member cited in this research, notes “English teachers need to understand that 
journalism isn’t ‘something else’ –– it is English, being put to work.” 
 English teachers are not at fault. In many instances, their pedagogical practices 
are a result of polices and structures that constrain innovation. In particular, AP teachers 
are required to follow rigid guidelines. Most teachers enter the profession with 
enthusiasm –– and find little support for their creative ideas.  
 Journalism instructors must collectively commit to altering prevailing discourses 
about the curricular value of student press. Pre-service and current English and social 
studies teachers must be introduced to the practice, and be provided with ongoing 
support. The nation’s top university-based journalism schools can play an active role. 
While their resources may also be strained, they have legions of sharp journalism 
students who can support high school teachers and classes within their communities. 
Such a strategy can effectively bridge the gap between college and high school, providing 
younger students with mentors who serve as role models. These programs are envisioned 
as reverse internships, which can provide college students with opportunities to teach as 
well as learn. 
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 Courage and talent also appear to be at the heart of the effective journalism 
pedagogy practiced in programs like the one in Palo Alto. Teachers there learned to trust 
their students, and to trust themselves. We all must be willing to step outside the confines 
of the status quo, recognizing that breaking ground may involve occasional risks.
  Limitations 
 The researcher acknowledges several limitations of this study. Talented teaching 
is a variable that is difficult to measure and control for in educational research.  Social 
scientists often recognize it when they see it, but it remains an elusive factor that is 
difficult to quantify. A barrier to research in this area is the understandable reluctance of 
teachers and administrators to encourage student participation in a study that might 
reflect poorly on their work. 
 Although anonymity was assured to schools (other than Palo Alto High), less than 
50% of the schools approached to participate in this study followed through. In the 
current climate of school reform, teachers are understandably suspicious, as well as 
overburdened with requests for their time. As discussed in the literature, many feel 
pressured to conform to standardized testing criteria, rather than trust their instincts and 
exercise academic freedoms. 
 Self-reporting, through surveys, has inherent limitations –– as participants are 
reflecting on previous experiences based on perceptions. Additionally, a single survey 
provides a snapshot in time, as compared with longitudinal studies. 
 Another limitation was forced choice. Students were asked to select one language 
arts class to reflect on, from a list of six options. This limitation did not provide them to 
compare their choice with other language arts courses they may have taken. 
 As far as other limitations, suburban students represented a large portion of this 
study’s sample, and therefore high socioeconomic status students were compared with 
medium socioeconomic status students. While schools with lower socioeconomic status 
were also approached, they were far more difficult to secure. As noted previously, another 
hurdle was the paperwork required by the Human Subjects Department. Participation 
required written consent from principals (or district administrators) and each student’s 
parent.  
 While a sample size of 664 is substantial, the researcher would not claim that the 
findings are generalizable, based on its exploratory nature and a need for further study. 
The study would benefit from a stronger sampling of urban and rural students. How to 
best address this limitation is discussed in the next section. 
Future Research 
 In future research, I would seek greater participation from lower socioeconomic 
students populations. The School of Journalism at University of Oregon has launched a 
new initiative to bolster scholastic journalism in diverse communities of Portland, 
Oregon, as well as other areas of the state. The program will facilitate the training of 
journalism advisors at two Portland inner-city schools. I intend several longitudinal 
studies to better assess pedagogical benefits for students over time, both qualitatively and 
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quantitatively. Assessing these students’ self-reported motivational beliefs and learning 
strategies, and comparing them with this current study’s sample, can potentially provide 
numerous insights. Results may further substantiate this study’s findings that journalism 
strongly benefits students, irrespective of socioeconomic status. 
 Further qualitative study of the Palo Alto program, and of others, allows an 
opportunity to track students after graduation to assess long-term benefits. Of key interest 
is how these students perform in college and data regarding their career choices. How 
might former journalism students assess the value of the skills they learned as they 
embark on their adult careers? How many continue to pursue journalism, and with what 
intent and results?
 Additional study of journalism teachers and non-journalism teachers holds 
promise. What specifically distinguishes effective journalism teaching? How can skills 
and techniques best be documented and emulated? 
 More broadly related to language arts, the majority of high school English 
teachers are not trained in how to teach journalism skills, and the literature indicates that 
many are resistant to the idea (Richards, 1998).  Given the findings of this study, further 
research is needed to explore how they might best see the benefits and be trained. How 
might online videos and distance learning be utilized in such efforts –– and with what 
effects?  Additionally, how effective are instructional videos for teaching journalism –– 
directly to students, through YouTube and initiatives like the Khan Academy and TED-
Ed? 
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 Additionally, this study’s findings warrant further investigation of how journalistic 
learning strategies can be applied to teaching other disciplines.  How might it more 
specifically serve mathematics, social studies, and the teaching of English literature? 
How might these disciplines best implement the practice of publishing student work? 
How might other disciplines more effectively engage students through self-reflexive 
writing and media production that is tied to their intrinsic interests?
 Finally, how might this pedagogical philosophy be more broadly implemented 
and assessed across the nation? Further study of its applications in elementary and middle 
schools is also warranted.  
Knowledge emerges only through invention and re-invention, 
through the restless, impatient, continuing, hopeful inquiry 
human beings pursue in the world, with the world, and with 
each other.” 
-- Paulo Freire
 Conclusions
 This study has intended to contribute to journalism pedagogy and educational 
scholarship. Yet while research can inform and inspire change, real transformation 
requires action. One of the major impediments to real reform in education is complacency 
––  an unwillingness to challenge conventional thinking. Educational change becomes a 
disingenuous campaign slogan that is touted every election cycle, rather than a serious 
commitment to alter the status quo. 
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 We are all likely to have strong beliefs about how to “fix” education, based on our 
own experiences as products of the system. Yet we are just as likely to forget that our 
point of reference is the past. Therefore, we support politicians and policies that 
perpetuate a vicious cycle that results in more of the same. A memorable quote, often 
attributed to Albert Einstein, states “insanity is doing the same thing over and over again 
and expecting different results.”   Innovation often requires a willingness to abandon the 
past, and to explore possibilities that may seem antithetical to what is familiar.  
 There are no panaceas that will magically “fix” education overnight –– or over the 
next decade. Yet there is much to be learned from the teachers and students at Palo Alto 
High School. It is perhaps no accident that this community is the birthplace of much of 
the innovation we now celebrate in America. The Silicon Valley is home to Google, 
Apple, Facebook, and numerous companies with bright approaches to thinking that are 
transforming our economy and the world. When you visit these companies workspaces, 
you won’t find groups of people working in silos or see very many in corner offices. 
Rather, teams collaborate in open spaces –– and are committed to challenging the 
boundaries of conventional thinking.  
 Albert Einstein once said: “Information is not knowledge, the only source of 
knowledge is experience.” This study has clearly shown the value of a ‘real world’ 
experiences to students’ educational experiences, and to their development of autonomy 
and a positive sense of self.  In addition, these young people have a contribution to make 
as they enter adulthood as citizens, professionals, and as stockholders in the evolution of 
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our democracy.  When students are empowered and know that their voice matters, they 
don’t drop out –– they dig in and commit to playing a vital role in shaping the future.
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APPENDIX A
LANGUAGE ARTS SURVEY INSTRUMENT
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Language	  Arts	  Survey
1.	  Please	  indicate	  your	  school	  code:	  (provided	  by	  your	  teacher)
___________________________________
2.	  Your	  class	  level:
 Senior
 Junior
 Sophomore
 Freshman
3.	  Gender:
 Male
 Female
4.	  Ethnicity:
 Caucasian
 African-­‐American
 Asian-­‐American
 Hispanic
 Other
5.	  Your	  community	  type:
 Urban
 Suburban
 Rural
 Other
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6.	  Do	  you	  have	  broadband	  access	  at	  home?
 Yes
 No
7.	  Do	  you	  have	  access	  to	  a	  computer	  at	  home?
 Yes
 No
8.	  If	  you	  have	  access	  to	  a	  computer	  at	  home,	  how	  many	  others	  share	  it?
 Zero	  others
 1	  other	  person
 2	  other	  persons
 more	  than	  2	  other	  persons
9.	  In	  addi<on	  to	  school	  studies,	  do	  you	  presently	  have	  a	  part-­‐<me	  job?
 Yes
 No
10.	  How	  do	  you	  primarily	  travel	  to	  and	  from	  school?
 Walk/bicycle
 Parents
 School	  bus
 Public	  transporta<on
 Other
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11.	  A	  variety	  of	  courses	  are	  available	  to	  you	  as	  a	  high	  school	  student	  that	  are	  categorized	  within	  
language	  arts.	  	  Some	  courses	  are	  required,	  while	  others	  are	  op<onal.	  It	  is	  possible	  you	  have	  
taken	  courses	  in	  more	  than	  one	  of	  these	  categories	  listed	  below.	  Please	  select	  only	  one	  of	  the	  
below	  listed	  categories	  to	  reﬂect	  on	  as	  you	  complete	  the	  remainder	  of	  this	  survey.	  
 English
 Journalism
 AP	  Language	  and	  Composi<on
 AP	  	  Literature	  and	  Composi<on
 Interna<onal	  Baccalaureate	  Program
 Honors	  English
12.	  How	  many	  courses	  have	  you	  taken	  in	  the	  above	  selected	  course	  category?
 1	  course
 2	  courses
 3	  courses
 more	  than	  3	  courses
13.	  Outside	  of	  class	  <me,	  how	  many	  hours	  each	  week	  would	  you	  es<mate	  you	  spend	  engaged	  in	  
ac<vi<es	  related	  to	  this	  course?
 1	  to	  2
 3	  to	  4
 5	  to	  6
 more	  than	  7
14.	  The	  next	  two	  ques<ons	  are	  open-­‐ended.	  Please	  provide	  a	  complete	  sentence	  for	  each	  
answer.I	  enrolled	  in	  this	  course	  because:	  
___________________________________
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15.	  This	  class	  prepares	  me	  to:
___________________________________
16.	  The	  next	  set	  of	  items	  provide	  you	  with	  an	  opportunity	  to	  be	  more	  speciﬁc	  about	  why	  you	  
enrolled	  in	  this	  course	  of	  study	  (Check	  True	  or	  False	  for	  each).This	  course	  is	  required	  in	  order	  for	  
me	  to	  graduate.
 True
 False
17.	  This	  course	  will	  be	  useful	  to	  me	  in	  future	  coursework.	  	  	  
 True
 False
18.	  This	  course	  is	  in	  line	  with	  my	  own	  academic	  interests.	  	  
 True
 False
19.	  This	  course	  is	  in	  line	  with	  my	  own	  personal	  interests.
 True
 False
20.	  This	  course	  is	  in	  line	  with	  my	  professional	  interests.
 True
 False
21.	  This	  course	  will	  look	  good	  on	  my	  transcript	  to	  prospec<ve	  colleges.
 True
 False
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22.	  I	  enrolled	  in	  this	  course	  of	  study	  based	  on	  a	  friend's	  recommenda<on.
 True
 False
23.	  I	  enrolled	  in	  this	  course	  of	  study	  based	  on	  a	  family	  member's	  recommenda<on.	  	  	  
 True
 False
24.	  	  I	  enrolled	  in	  	  this	  course	  of	  study	  based	  on	  a	  teacher's	  recommenda<on.
 True
 False
25.	  I	  enrolled	  in	  courses	  like	  this	  based	  on	  a	  guidance	  counselor's	  recommenda<on.
 True
 False
26.	  I	  enrolled	  because	  courses	  like	  this	  will	  improve	  my	  future	  career	  prospects.
 True
 False
27.	  I	  enrolled	  because	  this	  course	  ﬁt	  my	  schedule.
 True
 False
28.	  As	  I	  further	  my	  educa<on,	  it's	  likely	  I	  will	  take	  more	  classes	  like	  this.	  
 True
 False
29.	  This	  course	  is	  structured	  around	  team	  work.
 True
 False
30.	  The	  work	  we	  do	  in	  this	  course	  is	  published	  (seen	  by	  others,	  not	  only	  our	  teacher).
 True
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 False
	  Answer	  the	  following	  ques<ons	  about	  this	  course	  of	  study,	  in	  comparison	  to	  other	  types	  of	  
language	  arts	  courses	  you	  may	  have	  taken.	  Please	  use	  the	  following	  scale	  in	  responding	  to	  the	  
items.	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1  " 2     ! ! 3    ! ! 4   ! !  5   ! ! 6     
! ! 
not	  at	  all	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  somewhat	  true	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
very	  true	  	  	  	  	  	  	  	  	  	  	  
	  
31.	  My	  assignments	  in	  this	  course	  of	  study	  require	  collabora<on	  with	  others.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
32.	  More	  experienced	  students	  help	  less	  experienced	  students	  in	  this	  course	  of	  study.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
33.	  My	  outside	  of	  school	  experiences	  mawer	  in	  this	  course	  of	  study.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
34.	  What	  I	  learn	  here	  can	  be	  applied	  in	  real	  life	  situa<ons.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
35.	  I	  have	  learned	  a	  wide	  range	  of	  wri<ng	  styles	  through	  this	  course	  of	  study.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
36.	  I	  have	  developed	  my	  conﬁdence	  and	  leadership	  skills	  through	  	  this	  course	  of	  study.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
37.	  I	  have	  become	  a	  more	  eﬀec<ve	  communicator	  through	  this	  course	  of	  study.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
38.	  I	  have	  had	  opportuni<es	  to	  create	  content	  (rather	  than	  just	  access	  it)	  in	  this	  course	  of	  study.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
39.	  I	  am	  engaged	  with	  topics	  that	  are	  relevant	  to	  my	  own	  life	  in	  this	  course	  of	  study.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
40.	  in	  this	  course	  of	  study,	  I	  get	  to	  write	  about	  subjects	  that	  I	  am	  interested	  in.
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1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
41.	  In	  this	  course	  of	  study,	  	  I	  get	  to	  learn	  things	  that	  mawer	  to	  me	  now.	  
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
42.	  The	  assignments	  in	  this	  course	  of	  study	  help	  me	  be	  more	  socially	  responsible.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
43.	  I	  feel	  like	  I	  have	  really	  grown	  as	  a	  person	  in	  courses	  like	  this	  one.	  
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
44.	  I	  feel	  like	  I	  am	  more	  than	  just	  a	  student	  in	  these	  courses.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
45.	  I	  feel	  like	  my	  voice	  really	  mawers	  in	  courses	  like	  this	  one.	  	  	  	  	  
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
46.	  	  I	  feel	  like	  I	  can	  make	  a	  lot	  of	  sugges<ons	  about	  how	  my	  assignments	  get	  done.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
47.	  I	  really	  like	  the	  people	  I’m	  in	  class	  with.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
48.	  I	  do	  not	  feel	  very	  competent	  when	  I	  am	  in	  this	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
49.	  My	  classmates	  tell	  me	  I	  am	  good	  at	  what	  I	  do.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
50.	  I	  feel	  pressured	  in	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
51.I	  get	  along	  with	  my	  classmates.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
52.	  I	  prewy	  much	  keep	  to	  myself	  when	  I	  am	  in	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
53.	  I	  am	  free	  to	  express	  my	  ideas	  and	  opinions	  in	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
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54.	  	  I	  consider	  my	  classmates	  to	  be	  my	  friends.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
55.	  	  I	  have	  been	  able	  to	  learn	  interes<ng	  new	  skills	  in	  this	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
	  56.	  When	  I	  am	  in	  this	  class,	  I	  have	  to	  do	  what	  I	  am	  told.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
57.	  Most	  days	  I	  feel	  a	  sense	  of	  accomplishment	  being	  in	  this	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
58.	  My	  feelings	  are	  taken	  into	  considera<on	  in	  this	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
59.	  In	  this	  class	  I	  do	  not	  get	  much	  of	  a	  chance	  to	  show	  how	  capable	  I	  am.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
60.	  My	  classmates	  care	  about	  me.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
61.	  There	  are	  not	  many	  people	  in	  this	  class	  who	  I	  am	  close	  to.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
62.	  I	  feel	  like	  I	  can	  prewy	  much	  be	  myself	  in	  this	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
63.	  My	  classmates	  do	  not	  seem	  to	  like	  me	  much.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
64.	  When	  I	  am	  in	  this	  class	  I	  oxen	  do	  not	  feel	  very	  capable.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
65.	  There	  is	  not	  much	  opportunity	  for	  me	  to	  decide	  for	  myself	  how	  to	  go	  about	  my	  assignments.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
66.	  My	  classmates	  are	  prewy	  friendly	  towards	  me.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
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67.	  In	  a	  class	  like	  this,	  I	  prefer	  course	  material	  that	  really	  challenges	  me	  so	  I	  can	  learn	  new	  
things.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
68.	  I	  believe	  I	  will	  receive	  an	  excellent	  grade	  in	  this	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
69.	  Geyng	  a	  good	  grade	  in	  this	  class	  is	  the	  most	  sa<sfying	  thing	  for	  me	  right	  now.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
70.	  It	  is	  my	  own	  fault	  if	  I	  don't	  learn	  the	  material	  in	  this	  course.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
71.	  The	  most	  important	  thing	  for	  me	  right	  now	  is	  improving	  my	  overall	  grade	  point	  average,	  so	  
my	  main	  concern	  in	  this	  class	  is	  geyng	  a	  good	  grade.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
72.I'm	  conﬁdent	  I	  can	  understand	  the	  basic	  concepts	  taught	  in	  this	  course.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
73.	  	  If	  I	  can,	  I	  want	  to	  get	  bewer	  grades	  in	  this	  class	  than	  most	  of	  the	  other	  students.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
74.	  In	  a	  class	  like	  this,	  I	  prefer	  course	  material	  that	  arouses	  my	  curiosity,	  even	  if	  it	  is	  diﬃcult	  to	  
learn.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
75.	  I	  am	  very	  interested	  in	  the	  content	  area	  of	  this	  course.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
76.	  If	  I	  try	  hard	  enough,	  then	  I	  will	  understand	  the	  course	  material.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
77.	  I'm	  conﬁdent	  I	  can	  do	  an	  excellent	  job	  on	  the	  assignments	  and	  tests	  in	  this	  course.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
78.	  I	  expect	  to	  do	  well	  in	  this	  class.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
79.I	  think	  the	  course	  material	  in	  this	  class	  is	  useful	  for	  me	  to	  learn.
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1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
80.	  When	  I	  have	  the	  opportunity	  in	  this	  class,	  I	  choose	  course	  assignments	  that	  I	  can	  learn	  from	  
even	  if	  they	  don't	  guarantee	  a	  good	  grade.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
81.	  Understanding	  the	  subject	  mawer	  of	  this	  course	  is	  very	  important	  to	  me.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
82.	  I	  want	  to	  do	  well	  in	  this	  class	  because	  it	  is	  important	  to	  show	  my	  ability	  to	  my	  family,	  friends,	  
employer,	  or	  others.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
83.	  I	  oxen	  ﬁnd	  myself	  ques<oning	  things	  I	  hear	  or	  read	  in	  this	  course	  to	  decide	  if	  I	  ﬁnd	  them	  
convincing.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
84.	  I	  try	  to	  relate	  ideas	  in	  this	  subject	  to	  those	  in	  other	  courses	  whenever	  possible.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
85.	  When	  reading	  for	  this	  class,	  I	  try	  to	  relate	  the	  material	  to	  what	  I	  already	  know.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
86.	  	  I	  try	  to	  play	  around	  with	  ideas	  of	  my	  own	  related	  to	  what	  I	  am	  learning	  in	  this	  course.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
87. When I study for this course, I write brief summaries of the main ideas from the 
readings and the concepts from the lectures.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
88. I try to understand the material in this class by making connections between the 
readings and the concepts from the teacher presentations.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
89. Whenever I read or hear an assertion or conclusion in this class, I think about 
possible alternatives.
1  "2     ! ! 3    ! ! 4   ! !  5   ! ! 6     ! ! 7
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School Query Letter
Ms. ________,
I'm following up a voice message I left you today. 
I’m conducting a research study for my dissertation that looks at various forms of 
language arts instruction in secondary education.  
Students from several high schools in various parts of the U.S., including yours, are 
invited to participate in a brief online survey taken during class, which asks them to 
reflect on their experiences of their respective courses. The survey takes approximately 
20 minutes to complete. 
I wish to include high school students from a broad range of language arts courses, 
including: journalism, general English, and AP English. Some students may be enrolled 
in more than one category.  However, they are only to take the survey once -- and are to 
choose one specific area of language arts to reference.
Your school, teachers, and students’ names will remain anonymous. Students will in no 
way be asked to make assessments about their teachers. Rather, students will be asked to 
reflect on their own learning strategies and perceived benefits, as they relate to their 
studies. 
When would be a good time to discuss more specifics?
Sincerely,
Ed Madison
Doctoral Student
University of Oregon
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ED MADISON
Dear Parent (or Guardian),
I’m inviting you to consent to have your child participate in my dissertation 
research study. I am a doctoral candidate at the University Oregon’s School of 
Journalism and Communication, and am researching students’ learning 
strategies and perceptions of benefits, as they relate to various approaches to 
studying language arts in high school. 
If you decide to allow your child to participate they will complete an online survey, 
in class, on a designated day. It takes approximately 40 minutes to answer the 
survey questions, and your child’s name and identity shall remain anonymous. 
Remember, this is completely voluntary. You can choose to have your child 
participate in the study or not. If you would like to have them participate you must 
sign the Consent Form. Your child is also asked to sign the form. Please return it 
within five days. If you need more time to decide about participating you may also 
call or email me with your decision. 
If you have any more questions about this process or if you need to contact me 
about participation, I may be reached at: madison2@uoregon.edu or 
541-685-9200.
Thank you so much.
Ed Madison
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 CONSENT TO PARTICIPATE IN RESEARCH
High School Language Arts Study
Parental Consent 
We invite your child to participate in a dissertation research study about 
high school language arts courses, conducted by Ed Madison, a Ph.D. 
student at the University of Oregon’s School of Journalism and 
Communication. Your consent is requested because your child is enrolled 
in a high school language arts course.  Professor Kim Sheehan is 
Madison’s faculty advisor for this study and it is being conducted with full 
consent of your school’s principal. Your child’s participation in this study 
is voluntary. You should read the information below, and ask questions 
about anything you do not understand before deciding whether or not your 
child may participate.
• PURPOSE OF THE STUDY
The purpose of this study is to explore what motivates students to select certain 
language arts courses over others –– whether they be required classes or 
electives? Additionally, the study seeks to explore students’ perceived benefits 
from participation in the language arts courses they take.  To participate in this 
study your child must be enrolled as a high school student.
• PROCEDURE
If you allow your child to participate in this study, we would ask them to 
participate in an anonymous online survey.  
  Questions asked are not personal. They pertain to your child’s language arts  
            studies and study habits, and the responses will remain anonymous and secure. 
Approximately 600 students from a variety of high schools from various 
regions of the United States are being invited to participate. 
  
• DURATION AND LOCATION
Your child’s participation will occur for approximately 30-40 minutes 
during one class session, as designated by his or her teacher.  
• POTENTIAL RISKS AND DISCOMFORTS
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There are no foreseeable or known risks associated with participation. If any 
survey question makes them feel uncomfortable, they are free to skip the question.
• ANTICIPATED BENEFITS TO SUBJECTS
You and/or your child will receive no direct benefit from their participation in this 
study, but their participation may help educators and administrators  in other 
school districts better understand the positive effects of various approaches to 
language arts. 
• CONFIDENTIALITY
Participant identities in this survey shall remain anonymous.   The survey 
will utilize the online survey software Qualtrics hosted by the UO, that 
will not collect indivdual names. Survey data is accessible only by the 
researcher via a password protected login account. 
• PARTICIPATION AND WITHDRAWAL
If you do not allow your child to participate, that will not affect your 
relationship with your school, its district or the University of Oregon. If 
you allow your child participate, you are free to withdraw your consent 
and discontinue their participation at any time without prejudice.
• WITHDRAWAL OF PARTICIPATION BY THE INVESTIGATOR
The investigator may withdraw your child from participating in this 
research if circumstances arise which warrant doing so. 
• NEW FINDINGS
During the course of the study, you will be informed of any significant 
new findings (either good or bad), such as changes in the risks or benefits 
resulting from participation in the research or new alternatives to 
participation, that might cause you to change your mind about your child 
continuing in the study. If new information is provided to you, your 
consent to have your child continue participating in this study will be re-
obtained.
• IDENTIFICATION OF INVESTIGATORS
The investigator is Ed Madison, who can be reached at 
madison2@uoregon.edu or by phone at: 541-685-9200. You can read more 
about Ed’s background at: http://journalism.uoregon.edu/user/madison2
        •    RIGHTS OF RESEARCH SUBJECTS 
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You may withdraw your consent at any time and discontinue your child’s 
participation without penalty. You are not waiving any legal claims, rights 
or remedies because of your child’s participation in this research study. If 
you have questions regarding your child’s rights as a research subject, you 
may contact the University of Oregon’s Office of Human Protection: 
541-346-2828.
• OFFER TO ANSWER QUESTIONS
If you have any questions about this study, you may call Ed Madison at 
541-685-9200.
 SIGNATURE OF PARENT OF RESEARCH SUBJECT
I have read the information provided above. I have been given an 
opportunity to ask questions and all of my questions have been answered 
to my satisfaction. I have been given a copy of this form.
__________________________          ____________________
Name of Parent                                    Name of Child
________________________________________ ______________
Signature of Parent     Date
Address
SIGNATURE OF INVESTIGATOR
_________________________ _____________________________
Signature of Investigator   Date
(Please return to your child’s teacher within 5 days.)
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Assertions About the Benefits of Journalism Pedagogy 
Organized by Category
Social/Situated Learning
Student publication experiences are inherently social -- and center on collaborative team 
work -- more so than traditional or AP English experiences. (Beneficial because 
collaborative work styles are replacing hierarchal work styles as the dominate paradigm 
in business.)
In journalism courses, newcomers often are mentored by seniors -- within their 
“community of practice.” 
Situated-learning in journalism courses involves the sharing of tacit knowledge as well as 
explicit knowledge. (Polanyi)
Skill Enhancement 
High school journalism courses expose students to a greater range of writing styles -- 
more so than traditional or AP English.
Journalism courses provide students with leadership skills -- resulting in higher levels of 
self-confidence, self-esteem, and managerial skills.
Participants in journalism courses become more effective communicators. 
Journalism students learn to be active content creators rather than passive consumers. 
Intrinsic Motivation & Higher Levels of Extrinsic Motivation
Journalism courses engage students in contemporary themes that are relevant to their own 
lives --- more so than traditional or AP English.
Student journalism catalyzes intrinsic motivation, because students get to write and report 
about subjects of their own choosing (and interests).
Student journalists work harder on their journalistic assignments than on their homework 
assignments -- because the work gets published. Meaning... that having an audience 
exposes their work to the scrutiny of peers and the community.
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Journalism courses provide real and present experiences of autonomy, competency and 
relatedness -- as opposed the “promissory note” of most other classes. 
Civic Engagement 
Journalism courses engage students in matters of civics and societal responsibility -- 
subjects that are slowly disappearing from core high school curricula. 
Participants in journalism courses develop critical thinking skills, leading them to become 
better decision makers.
Personal Growth/Identity Construction 
Journalism pedagogy “best practices” center on situated-learning, where students assume 
the identities of “journalists.”  This is distinct from English courses where student’s 
identities remain that of “students.”
The identity society labels “journalist” carries with it a sense of authority and therefore 
power.
In states where scholastic press rights are legally protected (California, Oregon), students 
are  empowered to “speak truth to power.”  The result is that student journalists learn that 
what they say and think “matters.”
Journalism courses can be transformative for students -- meaning, they provide 
opportunities for personal growth and the re-invention of one’s sense of self.
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 Qualitative Questions
 Paraphrased versions of the following questions were asked, as appropriate to the 
individuals and settings. Questions were reframed for the teachers who were interviewed.
Motivation and Perceived Affects Related to Participation in Journalism Courses
1). Why do you (or don’t you) participate in the journalism program?
2). What short-term affects have you experienced?
3) What long-term affects do you anticipate?
4). Has participation in the program affected your academic achievement? If so, in what 
ways?
5) How do your journalism course experiences compare to your other language arts 
course experiences?
6). What do you anticipate to be your future level of participation in journalism?
Social-situated Learning
7). How the courses are structured? (leadership, organization, rituals, shared practices).
8). How do teacher/peer relationships differ in journalism courses, compared to other 
language arts courses?
9). Describe what you learn and how you learn in this program?
Identity Construction
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10). How do you identify yourself, personally and socially on campus? (Choice of group, 
sense of self).
11). Are there pressures that arise with having this identity? If so, what?
12). How do you manage these pressures?
13). Does your work on a student publication provide you with an outlet for addressing 
matters of identity? If so how?
14). What, if any, tensions do you observe between peer groups? 
15). If so, what would you say is at their root?
16). If so, why do you think society has yet to solve these issues?
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